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ABSTRACT

The purpose of this study was to evaluate the efficacy of a
school district training parents to teach pre-reading skills to their
four-year-old children through home-based learning activities.

These

activities were carried out through an experimental program in Inde
pendent School District 742 which has its central administrative
offices in St. Cloud, Minnesota.
The method used to evaluate the effects of the experimental
program was to test a sample of the experimental group and a control
group upon matriculation to kindergarten in September, 1973, and at
the end of the school year in May, 1974.

The test used was the

Screening Test of Academic Readiness (STAR) which was administered
to fifty-seven experimental group children and 139 control group
children.

In addition, the Wisconsin Design R.ecord Form xjas used

to test children in both groups in May, 1974, to assess the number
of reading skills achieved.

Analysis of co-variance was used to

analyze differences in the STAR data and analysis of variance was
used to analyze differences in the Wisconsin Design data.

All data

was tested for significance at alpha .05.
In addition to the above mentioned analysis, a questionnaire
was sent to parents of all children who were in the two groups.

The

purpose of the questionnaire was to assess whether there were differ
ences in the two groups of parents relating to their response to the
education of and educational program for their children.
xi

Analysis

of the questionnaire was done by determining frequencies, percentages,
mean, and median responses for each item.
Analysis of the data \<ras reported in the following three parts:
1.

Analysis of STAR and Wisconsin Design data for the experi
mental group only (Part A)

2.

Analysis of STAR and Wisconsin Design data for the experi
mental group compared to the control group (Part B)

3.

Analysis of the questionnaire data comparing responses of
experimental group parents with control group parents
(Part C)

The results of the STAR and Wisconsin Design testing were that:
1.

Null hypothesis A-l which stated that there is no signifi

cant relationship between the independent variables of sex, socioeco
nomic status, first sibling, father involvement, length of time in the
program, and their interactions and the test results on the Screening
Test of Academic Readiness for the experimental group was not rejected.
2.

Null hypothesis A-2 which stated that there is no signifi

cant relationship between the independent variables of sex, socioeco
nomic status, first sibling, father involvement, length of time in the
program and their interactions and the number of reading skills achieved
as shown on the Wisconsin Design Record Form was in part rejected and in
part not rejected.

There was a significant difference in reading skills

achieved for sex (females scored higher at alpha .05) and for the inter
action of sex and father involvement (father-involved males scored
higher than non-father-involved males at alpha .05).

xii.

3.

Null hypothesis B-l which stated that there is no signifi

cant relationship between the experimental and control group for the
independent variables of sex, socioeconomic status, first sibling, and
their interactions, and the test results on the Screening Test of Aca
demic Readiness was not rejected.
4.

Null hypothesis B-2 w*hich stated that there is no signifi

cant relationship between the experimental and control group for the
independent variables of sex, socioeconomic status, first sibling, and
their interactions and the reading skills achieved as shown on the
Wisconsin Design Record Form was not rejected.
The results from the questionnaire were that:
1.

There was very little difference in parental involvement

for the two groups except that Parent-Teacher Association participa
tion was greater for experimental group parents.

2.

There was very little difference between the txjo groups

studied in the amount and type of educational activities done in the
home.
3.

There was a difference between the two groups of parents

in rating the school adjustment of their children (experimental group
parents rated their children higher in school adjustment than control
group parents rated their children).
4.

There was very little difference between the two groups of

parents in their support of schools.
The conclusions of the study were that:
1.

There is no significant relationship between sex, socioeco

nomic status, first sibling, father involvement, length of time in the
xiii

program, and the acquisition of pre-reading skills for the children in
the experimental group as tested by the Screening Test of Academic
Readiness and the Wisconsin Design Record Form.

The only exception

was that the involvement of fathers in the experimental preschool pro
gram was an aid to boys in the acquisition of skills as measured by
the Wisconsin Design Record Form.
2.

There is no significant relationship between the experi

mental and control group and the acquisition of pre-reading skills as
measured by the Screening Test of Academic Readiness and the Wisconsin
Design Record Form.
3.

Experimental group parents did not become more involved in

the kindergarten activities of their child than control group parents,
nor did they spend more time with their kindergarten child in educa
tionally related activities.
4.

A greater percentage of experimental group parents per

ceived their kindergarten child as having a better school adjustment
than control group parents judging their child's school adjustment.
5.

Experimental group parents did not support the schools to

any greater degree than parents who were not in the preschool program.
Recommendations of the study included:
1.

Additional research on the sample studied

2.

Lengthening the program until the children who participate
complete grade one

3.

Continuation of the program for a random sample of children
and parents until the children complete grade six

4.

A thorough needs assessment in the community

5.

A greater coordination of research nationally
xiv

CHAPTER I

INTRODUCTION TO THE STUDY

Reading is, in the view of the writer, the cost important cog
nitive skill to be learned in school.

Written language is a primary

vehicle for learning and it is an essential requisite for learning the
school curriculum.

A great deal of energy, expense, and frustration

is spent in teaching young people to read.

Washburn (1970) declared

that reading deficiency is the greatest problem in America today.
Remedial reading, developmental reading, and Right-to-Read programs
have sprung up all over the nation to help children improve their
reading.

However, the problem of the retarded reader continues and

a solution seems no closer at hand.
Many educators have suggested that the family background of
the child and the parent-child relationship has an effect on future
success as a reader.

Parents who play with their child regularly,

read to or with their child, and have a rich assortment of reading
material in the home may, some say, better prepare a child for learn
ing to read.

Bell (1973, pp. 34-35) described the home as a learning

laboratory and parents as having the prime input for the young child's
learning.

Bell also felt that parental involvement in the child's

early learning will result in a lifetime relationship betx^een parent
and child and enhance the school success of the child.

He said:

"Let the home become a child-centered place where parents will be
1
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totally ax^are of the educational process of the child through the devel
opmental process of nurturing the infant's intelligence and preparing
him for a promising school career" (Bell, 1973, p. 183).
The home, in the opinion of the writer, is the center of early
learning experiences and the base for future success or failure in
learning.

It xrould seem to be a logical conclusion that if infant

and preschool learning in the home has an effect on school learning,
as Milner (1951) and Levenstein (1971) reported, the professional edu
cators of a community could enhance the learning potential of children
by teaching parents methods of interacting x^ith their children so as to
maximize cognitive development.

Thurston (1930) x^rote that the most

significant argument for a parent education program in the public
schools is not that the parents want it or that the school is eager
to provide it, but that the child needs it.
Ttfrote, is related to home success.

School success, Thurston

"The child's success in school is

constantly influenced by what happens to him at home" (p. 205).
The statements attributed to Thurston nearly forty-five years
ago could appear in contemporary literature and not be out of date.
His plea emphasizing the importance of the home at all levels of
school success has gone largely unheard until very recently.

Early

childhood education programs with heax/y parental involvement may have
the potential to improve learning in school by reducing reading handi
caps.

Such programs embody the philosophy of preventing educational

deficiencies in contrast to the remediation of them when they appear.
As logical as the above-mentioned approach seems, there are
many questions to be answered.

Is it possible to systematically

assist parents in being effective,educational agents for their
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children?

Would such assistance to parents result in greater reading

readiness for their children?

What methods should be used and at what

age should they be employed to maximize results?
tion help children to be better readers?
vide a better education for children?

Would such interven

Would such intervention pro

If parental involvement with the

preschool learning of their children is productive in helping children
to learn to read, then the schools should, some feel, provide such help
to parents.

Providing assistance, however, is financially expensive and

consumes a great deal of resources.

If these activities are unproduc

tive, limited resources could be put to use for other purposes.

Accord

ingly, the present study investigated if instructing parents to teach
their four-year-old children pre-reading skills resulted in greater
reading readiness at the onset of grade one than would be expected
without the intervention.

The Problem
The researcher's purpose in this study was to evaluate the
efficacy of a school district training parents to teach pre-reading
skills to their four-year-old children through home-based learning
activities.

These activities were carried out through an experimen

tal program in Independent School District 742 which has its central
administrative offices in St. Cloud, Minnesota.

Program Description
The program being researched is funded by a grant from Title
III of Public Law 89-10.

It is a preschool family-focused program

four four-year-old children and their parents which is designed to
foster reading readiness.

Most of the activities take place in the
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home and are coordinated with support services and instruction of par
ents at a school district preschool center.
Activites of the program are in two parts:
activities and (2) home activities.

(1) in-center

In-center activities include:

(a) a six-day orientation for parents and children, (b) a weekly
exchange and explanation of activity lcits x*/hich are used at home, and
(c) a ninety-minute monthly workshop with a small group of parents to
discuss methods, materials, and progress of their children.

The home

activity involves having parents use the activity kits with their pre
school child.

Kits are sequentially arranged and designed so that

children learn concepts believed to be helpful in acquiring prereading skills.

For a more detailed description of the experimental

program see Appendix A.

Definition of Terms
Preschool Program.

The preschool program refers to a family-

focused learning activity for four-year-old children and their parents.
It is the program being evaluated in this study and will also be
referred to as the experimental program and as the treatment.
Activity Kits.

Activity kits are sequentially arranged packets

of information, materials, and activities for children and parents who
were in the preschool program.

They were used in the home by the

family and are divided into the following six broad categories:

(1)

body image, (2) auditory discrimination, (3) visual discrimination,
(4) motor development, (5) classification, and (6) enrichment.
outline of activity kits is presented as Appendix B.

An
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Experimental Group.

The experimental group refers to a sample

of sixty-five of the 219 four-year-old children who were involved in
the preschool program during the 1972-73 school year.

They also

attended kindergarten during the 1973-74 school year.

The experimen

tal group will also be referred to as the treatment group.
Control Group.

The control group refers to 188 children who

attended kindergarten during the 1973-74 school year but who were not
involved in the preschool program during the 1972-73 school year.
They were selected from the same classrooms where the experimental
group children x^ere in attendance.
Screening Test of Academic Readiness (STAR):

The STAR is a

fifty-item group-administered test with subscores in picture vocabu
lary, letters, picture completion, copying, picture description,
human figure draxtfing, relationships, and numbers.

It xjas adminis

tered to the experimental and control group upon matriculation and
completion of kindergarten for the purpose of assessing pre-reading
skills.

A copy of the STAR is presented as Appendix C.
Wisconsin Resign.

The Wisconsin Design refers to a reading

skills record x<rhich was completed for each kindergarten child.
are dichotomized as either achieved or not achieved.

Skills

The number of

skills achieved \ias summed for each child in the sample and used as
the dependent variable for an analysis of pre-reading skills.

A copy

of the Wisconsin Design Record Form is presented as Appendix D.
Kindergarten Questionnaire.

The Kindergarten Questionnaire

refers to an eleven-item questionnaire developed by the writer and a
research assistant for School District 742, and was sent to all par
ents of the children in the sample.

The purpose \<ras to collect data
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for assessment of:

(1) parental involvement in kindergarten activity,

(2) the amount and type of activities in which families of the experi
mental and control group engage, (3) parental perception of their
child’s school adjustment, and (4) parental attitudes toward the
school.

A copy of the Kindergarten Questionnaire is presented as

Appendix E.
Socioeconomic Status (SES).
gories:

SES refers to one of three cate

low, medium, or high in which families were placed based upon

the occupation of the father or other head of the house.

It is a scale

adapted from Warner (I960, pp. 140-141) for this study and is presented
as Appendix H.
Father Involvement.

Father involvement refers to x^hether or

not the father of an experimental group child was involved in the pre
school program.

Father involvement was used in this study as an inde

pendent variable for the analysis of the experimental group.
Length of Time in the Program.

Length of time in the program

refers to the period of time experimental group children and their
parents spent in the experimental program.
of time:

There are three categories

(1) three to four months, (2) five to six months, and (3)

longer than six months.

Length of time in the program was used in

this study as an independent variable for the analysis of the experi
mental group.
First Sibling.

First sibling refers to a child in the experi

mental or control group x^ho was the first child in a family to enter
school.

Lata collected was dichotomized as either a first sibling or

other than first sibling.
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Research Questions and Hypotheses
The research questions and hypotheses for this study were
divided into three parts.

They are:

Part A. A research question and two subsequent null hypoth
eses relating to analysis of data for the experimental group.
Part B. A research question and two subsequent null hypoth
eses relating to analysis of data for the experimental group
compared to the control group.
Part C. A research question and four sub-questions relating
to analysis of responses to the Kindergarten Questionnaire
comparing data from the experimental group parents with the
control group parents.

Part A Research Question and
Null Hypotheses
Research Question A.

Is the acquisition of pre-reading skills

for children who were in the experimental group related to:

sex socio

economic status, first sibling to enter school, father involvement in
the program or length of time in the program?
Null Hypothesis A-l.

There is no significant relationship

betttfeen the independent variables of sex, socioeconomic
status, first sibling, father involvement, length of time
in the program, and their interactions, and the test results
on the Screening Test of Academic Readiness for the experi
mental group.
Null Hypothesis A-2.

There is no significant relationship

between the independent variables of sex, socioeconomic
status, first sibling, length of time in the program, and
their interactions, and the number of reading skills achieved
as shown on the Wisconsin Design Record Form for the experi
mental group.
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Part B Research Question and
Null Hypotheses
Research Question B.

Is the acquisition of pre-reading skills

related to participation or non-participation in the preschool program
under study?
Null Hypothesis B-l.

There is no significant relationship

between the experimental and control group for the indepen
dent variables of sex, socioeconomic status, first sibling,
and their interactions, and the test results on the Screen
ing Test of Academic Readiness.
Null Hypothesis B-2.

There is no significant relationship

between the experimental and control group for the indepen
dent variables of sex, socioeconomic status, first sibling,
and their interactions, and reading skills achieved as shown
on the Wisconsin Design Record Form.

Part C Research Question and
Sub-Questions
Research Question C.

Do parents of experimental group chil

dren respond differently regarding the education and educational pro
gram of their children than control group parents?
Sub-Question C-l.

Do parents x^ho participated in the experi

mental preschool program become more involved in the school
activities of their kindergarten child than parents who were
not in the program?
Sub-Question C-2.

Do parents who participated in the experi

mental preschool program spend more time with their children

9
in educationally related activities than parents who were not
in the program?
Sub-Question C-3.

Do parents who participated in the experi

mental preschool program perceive their child as making a bet
ter adjustment to school than parents who were not in the
program?
Sub-Question C-4.

Do parents who participated in the experi

mental preschool program support the school to any different
degree than parents who were not in the program?

Organization of the Study
Chapter II includes a review of pertinent literature relating
to preschool learning programs and activities.

There is also a review

of concepts of parental involvement in the school learning of children.
Described in Chapter III are methods of selecting the sample,
a description of the instruments used, procedures for collecting the
data, and data analysis procedures.
A reporting of the analysis of the data collected is presented
in Chapter IV.
Chapter V includes conclusions based upon the analysis of the
data, limitations of the study, recommendations, and a summary.

CHAPTER II

REVIEW OF THE LITERATURE

Parental involvement in childhood learning has changed consider
ably over the centuries.
differently by educators.

The term is a broad rubric which is defined
Abbott (1973) felt that parental involvement

meant direct participation in the schools by parents.

He suggested that

involvement may be acting as a teacher, teacher aide, or providing a
number of auxiliary services for the schools such as supervising field
trips, making games, operating audio-visual equipment, or serving as a
resource person.

Gordon (1970, as reported by Greenwood, 1972, pp. 27-

28) suggested five levels of parent Involvement.

They were:

(1) audi

ence, i.e., as a bystander or an observer, (2) teacher of the child,
(3) volunteer, (4) trained worker, and (5) participant in decision
making, especially through advisory board membership.
For purposes of clarification, the writer defines parental
involvement as any participation in the education of their child which
affects the child’s learning in or out of school.

This may include

informal teaching in the home, teaching in the school classroom, com
municating with the teacher regarding the child’s school program, or
providing supportive services to the school.
broad and makes the assumption that:

This definition is very

(1) parents are teachers, (2)

parental teaching at home has a direct relationship to learning at
school, and (3) parental involvement may be very minimal, such as
10
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attending a Parent-Teacher Association (PTA) meeting, or very deep, such
as serving as a resource teacher or helping to make school policy.

Of

overriding importance in the writer’s definition is the consideration
that parents are involved in the education of their children whether it
is in the home or at school.
In order to place the concept of parental involvement in some
perspective, a very brief historical overview of the changing role par
ents have had in the education of their children is included in the
following section.

Historical Perspective of Parental Involvement
Among primitive societies where specialization had not occurred
the family was the most important educative agency.

It was the family

which provided acculturation and training for survival.

The learning

of traditions and rituals was accepted without question and was trans
mitted by the family, extended family, and tribe.

The rise of religion,

ceremony, and a priestly class necessitated the learning of language and
the recording of ceremony.

In Sumeria, the priestly class had a well-

defined school system to train leaders.

The need for scholars became

evident and education for this elitist group took formal education from
families and provided it in schools by specialized teachers (Lucas,
1972, pp. 12-15).
Early Hebraic education was similar in some respects to that of
primitive people.

There were no formally organized schools.

Education
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was a matter of oral instruction in the home by parents.

Boys accom

panied fathers to their labor and girls were trained by their mothers
in the domestic arts.

Similarly, in the Roman "paterfamilias" the
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father was teacher and priest to his children.

Family education was for

all purposes the only formal education a child received.

The word

"school" is, in fact, never mentioned in the Old Testament.

There were,

however, probably some formalized instruction for a special class of
scribes and priests (Lucas, 1972, pp. 148-149).
Throughout the medieval age there was some specialized education
in schools removed from the family.

Examples are the religious schools

of Monasticism and the less formalized education of Knighthood.

However,

for the masses of peasants bound to the soil under the manorial system
the family transmitted the culture from one generation to the next.

Ey

the late Middle Ages some schools other than convents and monasteries,
called municipal schools, developed which began to provide some formal
ized instruction in reading and writing.

Technical and vocational edu

cation through guild apprenticeship training provided craft training
which the family was not able to do.

It was a combination of the

increased complexity of society, interdependence of people, and spe
cialization which, began to diminish the family as educator and increased
the role of schools and shops (Lucas, 1972, pp. 199-216).
The great rise of knowledge and worldliness through the Renais
sance produced many writers and thinkers x^ho undoubtedly had an effect
on educational thinking and processes.

Some of these men were Vives,

Montaigne, Luther, Bacon, Ratke, and Comenius.

It is difficult to

assess the direct effects this period had on the family education of
children.

Surely people were becoming better informed because of

increased trade, the humanistic writing of the above-mentioned
thinkers, and the beginning of a colloquial written language as a
result of the Protestant Reformation.

Again, the increased complexity
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of society, specialization, and the rise of schools for the common
people moved more of the education from the domain of families and
into formalized institutions.
In the eighteenth century a champion of family education was
the French philosopher Jean Jacques Rousseau.

lie felt that " . . .

family education offered children the chance to develop their poten
tial in a supportive environment with a minimum of restraints."
According to Rousseau:

"A mother is the best nurse and a father is

the proper teacher" (Lucas, 1972, p. 347).

Rousseau's criticism of

education in the eighteenth century could well be translated into the
twentieth.

He felt it was the environment that provided the condi

tions for education.

Rousseau fostered concepts of learning readi

ness, critical verbal learning, growth and discovery taking place
without inhibitive restraints, and freedom.

The implication was that

the family provided the natural freedom to learn and the schools
enslaved the child with artificial stimulation.
Despite the influence which Rousseau may have had the educa
tional process was changing.

For centuries education had been essen

tially a family matter for the great masses of common people.
conducted according to custom, not law.

It was

However, with the passing of

the Middle Ages and the growth of nationalism, people began to per
ceive th.e connection between educational effort and national life.
The quality of the state, it was felt, depended in large measure on
the quality of education provided to the citizens of the state.
State-controlled education systems grew in Europe through the eigh
teenth century further taking from the family formal educative func
tions.

Louis Chalotais, an eighteenth century French official, stated
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I claim the right to demand for the nation an education that
will depend upon the state alone . . . because it belongs essen
tially to it, because every nation has an inalienable and impre
scriptible right to instruct its members, and finally because the
children of the state should be educated by members of the state
(Lucas, 1972, p. 360).
In Colonial America the systems of education were diverse and
often haphazard.

A child’s status in life and the geographic place of

his rearing usually dictated the form of his education.

Soma children

went to what were called "dame schools" or to simple reading and writ
ing schools.

Some were taught in the home by tutors or parents.

little education most children had, however, was in the home.

What

Instruc

tion often xjas not in the formal three It's, but rather an education for
fulfilling the practical needs of life and for survival in the wilder
ness of a new land (French, 1964, pp. 36-37).
By the nineteenth century the larger cities in the Eastern
United States had schools with expanded curricula and formal educa
tional opportunities for more children.

Schools became an increas

ingly important institution for learning replacing many educational
functions of the family.

However, In the South and West, because of

the sparsity of population and the necessities of life, the family
remained the predominant educator.
published in 1836, stated that:

Parson's Analytical Spelling Book,

"Parents who have little skill in

teaching can learn their children to read where there are no schools"
(Lucas, 1972, p. 389).

The need to learn to read and write was great

but the lack of schools In some areas dictated that parents and older
children had to take responsibility for "learning" the young.
Recognition of the need for more training of teachers led to
the normal-school movement after the first quarter of the eighteenth
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century.

This was also part of a campaign to provide formal education

for all children.

The first teacher-training school in America was

established in 1823 by the Reverend Samuel R. Hall in Concord, Vermont.
The first normal school was opened in 1839 in Lexington, Massachusetts,
but the expansion of these teacher-training institutions was not firmly
established until after the Civil War (Lucas, 1972, pp. 414-424).
A rapid expansion of industry, the growth of cities, a declin
ing importance of agriculture, and the closing of the frontier marked
the period of time from the Civil War to the 1920s.

The exDansion and

t

organization of schools, while not universal nor as rapid as other
movements in society, increased significantly.

Children went to

school while parents worked in the new American industrial complex
*
*
(Edwards, 1947, p. 450).

The growth of technology and urbanization

continues through the mid and last quarter of the twentieth century.
Rapidly increasing curricula, specialization, and services, which has
been characteristic of the past fifty years, seems to nearly take over
the life of the child.

Some of these include the kindergarten move

ment, industrial arts education, special education programs, and
athletic programs which begin in elementary school and continue
through high school.

Also, services provided by social workers,

counselors, and psychologists now provide the child with many serv
ices formerly reserved for the family.

Undoubtedly many of these

programs have improved schools and have led to increased learning
and more opportunities for many children.

It is debatable if the

schools have taken over functions of the family or have, out of
necessity, filled voids which a rapidly changing society has left.
The purpose in discussing this trend is not to establish a favorable
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or unfavorable position, but merely to point out that the family's role
in the education of the child has been largely replaced by the institu
tion of the school.
It would appear from this brief perusal of the history of edu
cation and the family that as specialization increased the function1of
the family as educator decreased.

The rise of cities, nationalism,

increased knowledge, industry, and technology all influenced the expan
sion of education by the state and limited the role of the family.
Grandstaff (1969) has referred to this trend as the demise of the
family as an educative force.

The reasons he gives are a movement

in America toward mass conformity and the role of the school in pro
viding acculturation and assimilation.

Parents have, according to

Grandstaff, been cast into the role of providers and caretakers who
have turned over to specialists the job of educating their children.

American Efforts at Parental Involvement
During the 1930s and 1940s
By the 1930s there \<ras a general movement in the United States
to provide for parent education so parents could help their children
to learn.

Harrs (1929) reported a decided trend in PTA programs was

toward parent education.

The parent education movement during the

1930s, generally, did not emphasize cognitive development concepts.
Clarke (1930) advocated that the public schools should provide educa
tion for parenthood.

She said the school should " . . .

reach out

and make available to parents of the nation's children any informa
tion that may be of value to them . . . especially through the first
years of their lives" (p. 130).

Clarke wrote primarily of moral,

ethical, and nutritional education for parents but also pointed
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out that the years before school were formative years and parents needed
help with their children during that time.
Parents Magazine was a strong supporter of parental education
and in 1930 decried the lack of a parent education section in the United
States Bureau of Education.

It was advocated that material on child

rearing, nutrition, and education should be disseminated to parents.
The Bureau of Education did have sections on physical education, city
and rural schools, industrial education, home economics, and others
but no section on parent education.

It x-ras pointed out that:

"No

thoughtful person can conceive of the education of the child as a
thing apart from his home life" (Parents Magazine, Editorial, January
1930, p. 11).

The editorial encouraged the U.S. Bureau of Education

to " . . . create a means by xtfhich, through the schools, they would
reach the homes of the nation, their aim being an enlightened parent
hood and children better equipped for life" (p. 11).
In an attempt to reach large numbers of parents xjith sugges
tions for child-rearing practices, the Staff of St. George's School
for Child Study (1935) published a parent education series as a guide
for discussion groups with parents.

These discussion groups x^ere

usually led by a psychologist who had training in child development.
It was an attempt to help parents deal x^ith common childhood patterns
of thumbsucking, toilet training, eating and sleeping habits, and gen
eral educational development.

This series x^as published in Canada but

was used in the United States and reflected the type of information it
was felt parents needed to educate their children.
School programs of parental involvement have emphasized in the
past and continue today to emphasize the very young child.

This may
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be due partly to the acceptance of the early years as being formative
in the development of the child.

Shute (1931), an advocate of having

parents teach their children, wrote that parents are the " . . .
supreme contributors to the education of their children" (p. 296).
She reported on what was considered an innovative kindergarten pro
gram in the Boston, Massachusetts Public Schools.

Kindergarten teach

ers regularly visited parents to discuss methods of education and the
mutual problems of parents and teachers in educating the child.

An

important part of the Boston kindergarten program was that teachers
taught only half days.

The other half of the day vas spent with the

parent education aspect of the program.

In addition, there were

periodic group meetings with parents where topics such as health,
values of story-telling, reasonable punishment, children's books,
and problem children were discussed.

To provide educational devel

opment in the home the teachers showed parents how to make toys from
waste material.
The use of toys as a method to develop the child's intellectual
capacity, which was used by the Boston kindergarten program, has been
a recognized technique for many years.

Ethel Kawin (1934) published a

book in which she wrote, with parents in mind, of the educative value
of toys.

The book described for parents types of toys which would

help children at various stages develop physically, cognitively and
socially.
Fenton (1931) supported the concept of learning from the par
ents at home.

She wrote that children who have rich experiences in

early learning will adjust more readily to learning in the schoolroom.
She suggested that parents introduce their preschool child to colors,
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numbers, forms, a wide vocabulary and other abstractions.

Fenton also

advocated that parents visit their child's class and talk to the
teacher.
A comprehensive program of parent education was started in the
Baltimore Public Schools in 1935 (Davis, 1946).

It was the result of

a need to gain parent cooperation with the school and resembled a pub
lic relations program.

Funded, in part, by the federal government

under the Federal Emergency Relief Administration, the initial phase
included having parents listen to lectures and visit classrooms.

When

the value of working with parents was realized, the program became more
educational in nature.

After what was considered a successful begin

ning, it was included as part of the school district's adult education
program and met in the evenings so fathers could attend.

The major

part of the program was to have parents visit classrooms followed by
discussion.
When reviewing the parent education movement of the 1930s and
early 1940s, Gabbard (1947) referred to three programs which seemed
years ahead of their time.

One of them was sponsored by the Seattle,

Washington Public Schools and was called Family Life Education.

It

used the play group setting xvith parental observation followed by
discussion.

These play groups were organized and directed by parents

for their own children under the guidance of a specialist in child
development.

Activities were for parents x<rho had children between

the ages of two and five.

Some mothers, called supervisors of chil

dren, had completed a training course offered by the school and were
paid to assist and supervise parent-child activities.

Parents met

monthly as a group to discuss their work, progress, and problems.
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The salaries of the professional staff and aides were paid by the school
district but all other expenses were net by the parents themselves.
objectives of the program were to:

The

(1) provide wholesome educational

experiences for preschool children, (2) provide educational experiences
for parents, (3) improve home-school relations, and (4) heighten commu
nity awareness of the needs of children.
A similar program in Berkeley, California, was started in
September, 1940, and was the outgrowth of a parent education group
started in 1926 (Gabbard, 1947).

The Berkeley Board of Education

approved a parent-nursery school center which became part of the
school district’s organizational plan.

The center provided a place

where children and their parents, primarily mothers, could play games
and observe other children under the supervision of a trained leader.
Parent nursery schools were set up as single units enrolling up to
thirty-five mothers each who worked six hours per week.

Assignments

for mothers x?ere specific at first, such as supervision of a paint
ing easel, but as they became more experienced they were given more
general supervisory duties.

Mothers started by spending most of

their time with their own child, but gradually spent more time with
other children as well.

Each mother kept a record of her observa

tions and her work which were discussed at periodic evening meetings.
The emphasis of this program was on family-school-community education.
Another program reported by Gabbard was the Parent Education
and Preschool Program of the Denver, Colorado Public Schools.

It

also consisted of parent discussion groups and play groups for chil
dren two to five years of age.

Each of these groups was organized

within an elementary school and closely coordinated with the building

21
principal.
sions.

Meetings were held twice monthly for play and parent discus

The groups educated parents and provided a place for children to

play with others their age.

Each parent was given an opportunity to

observe and participate in a children’s group.

Literature was made

available to parents so they could read and study material relating to
child groxtfth and development.
The character of these parent education groups was a structured
institutionalized program where parents and children participated
together under the supervision of school personnel.

In contrast, the

concept which has emerged since approximately 1965 is that the school
provides leadership for the education of parents and the parent-child
interaction takes place in the home.

Recent Efforts at Preschool Education and
Parental Involvement
Proponents of preschool education and parental involvement
appear to have a common goal:

To maximize the education of young

people by establishing an early pattern of learning in the home under
the supervision and guidance of parents.

An early article in The

Commonweal (January 6, 1932) assailed early education outside the
home as an artificial orphanage which subjects children to experi
mental theory.
stated:

More recently, Todd and Heffernan (1970, p. 547)

"Whether the life of the child will be better outside the

hours he is in a preschool group, and in the years after his pre
school group experience, depends on the extent to which parent edu
cation is part of that experience."

They also felt that parental

involvement is important at all educational levels but is especially
valuable when the oldest child is at the preschool level.

The
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implication is that what parents learn at that time affects not only
that child but also the younger children in the family.
Hess and Shipman (1966) and Uynn (1967) also advocated parent
education focusing on how children learn and how parents can help their
children to develop language skills.

Weikart (1971) felt even more

strongly that the emphasis of parental involvement should be to provide
service directly to parents.

This approach, he felt, preserved the

integrity of the home and parents.
Wilcox (1972, p. 178) proposed a greater parental role when he
stated:

"Parental involvement in the education of their own children

has recently become an educational, political, and cultural necessity."
He advocated parental involvement in decision making such as recruit
ment and selection of staff, establishment of program policies and
evaluation, negotiation of contracts, and the development of local
resources.

The position of Wilcox is similar to the level five par

ticipation as defined by Gordon (1970) which was reported earlier in
this chapter.
Schaeffer (1973) advocated that the school take initiative to
teach parents hot,? to develop their child's intellect, but for a dif
ferent reason than has thus far been expressed.
schools " . . .

He felt that the

usually do not change the child's level of function

ing; they merely educate at the level initially developed and main
tained by the child’s family and community" (p. 28).

He also felt

that a child's success in reading is less of a function of the read
ing method used than his total life experience with his parents prior
to entering school.

Emphasis, according to Schaeffer, should be on a

life-time and life-space perspective which begins at birth and extends
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to adulthood.

He is thus opposed to short-term early education programs

which he felt seem to have only short-term effects.
Todd and Heffernan (1970) felt the expected outcomes of parent
participation in the activities of children are increased knowledge of
child development, less stress and tension as parents, and fewer con
flicts between parents and children.

Gordon (1969) supported Todd and

Heffernan*s expected outcomes by presenting anecdotal evidence that
mothers who helped their children learn, as a result of the parent edu
cation program, had enhanced feelings of effectiveness and involvement.
Wilson and Pfau (1968) reported on another reason for the edu
cation of parents and their involvement in the early education of chil
dren.

Their survey showed that parents consistently help their young

children learn to read.

Further, parents of children who were slow to

learn reading skills were the most likely to be asked to help.

Paren

tal help included word attack skills, comprehension, and building
interest in reading.

Parents surveyed said they did these things x-rLth

their children even though they had no special training or materials.
Wilson and Pfau concluded that since parents do help their young chil
dren with reading, they need to have some training and materials in
order to maximize their efforts.
Programs of parental involvement cover a spectrum of very
minimal to very considerable.

Common programs of Parent Nights xAere

parents visit the classes of their children (Immel, 1945) and PTA
meetings are examples of minimal involvement.

Other examples are

informal school visitations and volunteer XTOrk (Wall, 1968), teacherparent conferences to improve communication and combine efforts of the
home and school (Weaver, 1968), and having parents share their
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specialized knowledge in classrooms (I’luery, 1968 and Pederson, 1971).
Programs of this type seem to attempt to improve the education of the
child by informing parents, sharing common experiences, and keeping
parents interested in what their child does in school.

Another

approach is to have a directed long-term education of parents so that
parents become, in effect, teachers of their ox-m children.

Some of

these recent efforts are described below.
The Ferguson-Plorissant School District in Missouri started a
preschool program with parental involvement by providing a school on
Saturdays for parents and their children (Nations Schools, March, 1973,
p. 91).

In this program seven hundred four-year-old children and their

parents attended morning or afternoon sessions at one of the district's
eight elementary schools.

Teachers conducted lessons for the children

xtfith parents participating as teachers, tutors, and aides.

Beyond the

classes there x^as once-a-month informal seminars for parents designed
to help them understand their child's emotional and intellectual devel
opment.

Teachers also visited homes to discuss child development x«rith

parents.

This xjas primarily a school readiness program xdLth parental

assistance as contrasted to the "life-time and life-space" concept
proposed by Schaeffer (1973).
The concept of a long range program is being implemented in
the Boston, Massachusetts area.
Project (BEEP).

It is the Brookline Early Education

To become involved, parents must have contacted BEEP

before their child is born and have no plans to leave the area for
five years.

Diagnostic, neurological, physical, and mental develop

ment services are provided at birth and at frequent intervals until
the child is two and one-half years old.

These examinations are free
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and are part of the parent education aspect of the program.

The BEEP

program does not attempt to accelerate or force a child’s development.
It does assist the family in providing an environment which is rich in
resources and in opportunities to exercise the child's natural talents.
As part of the evaluation scheme, families are randomly assigned to one
of three program levels which differ in the amount of family contact.
Evaluation of the program, which is in- progress, includes a comparison
of benefits relating to cost for the three levels of family contact
(Pierson, 1974).
More conventional approaches were used in the Poway, California
Unified School District (Nielson, 1968) and the San Rafael, California
Public Schools (Jordon, 1968).

These districts used parents to help

teachers in planning, handling administrative details, preparing mate
rials, and also as supplementary teachers.

Evaluation of these programs

was simply observations of the work completed and a recording of subjec
tive comments.

It was reported that parents had become an integral part

of the total school program and that teachers were able to try new teach
ing methods and add nexv programs.
The Ear West Laboratory for Educational Research and Development
has implemented The Parent/Cliild Toy-Lending Library.

Its purpose is to

provide parents of three- and four-year-old children x-rith information
and materials for home-based learning.

Initially, parents are given

eight hours of instruction so they xjill knox/ how to use the toys.

They

may then borrow toys from a toy-lending library as they xrould a book.
The basic set of toys includes eight parts, each being designed
to teach at least one concept.
listed below:

The eight parts and their purposes are
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1.

2.

3.

4.

5.
6.
7.
8.

Twelve sound cans (six for the parent and six for the child)
made from 35 mm. film cans, each containing a different
object or material which makes a different sound. The pur
pose of the sound cans is to improve the discrimination of
sound.
Color lotto which includes two sets of colored wooden
squares, one for the child and one for the parent. Squares
are of different colors so the child can match and learn
colors.
Feely bag which is a small drawstring bag with four shapes
inside; a circle, a square, a triangle, and a rectangle.
Its purpose is to help the child recognize shapes.
Stacking squares includes sixteen wooden squares of differ
ent sizes and colors which fit on a post. The purpose is to
help children learn about sizes and strength of color.
Wooden table blocks includes many wooden blocks of differ
ent sizes to help the child learn size relationships.
Number puzzle is a ten-piece puzzle with each piece numbered.
It is assembled in such a way so as to teach number concepts.
Color blocks are a series of pegs on which beads are placed
for the purpose of helping to develop patterning.
Flannel board consists of a flannel board and thirtv-six
small felt shapes to help the child learn concepts of same
and not the same in regard to size, shape, and color (Nimnicht, n.d., Washington, D.C., pp. 7-15).

The games used in the Toy-Lending Libraries are similar to the parentchild kits used by the preschool program under study (see Appendix B).
The Far West Laboratory for Educational Research and Develop
ment has a basic assumption that the family has the responsibility for
the education of its own children.

The role of the educational insti

tution is to aid the family in carrying out that responsibility (Nimnicht, n.d., Appendix B).
Ethel Kawin (1963) has been instrumental in developing parent
education at the University of Chicago as part of their adult education
program.

This approach utilizes parent discussion groups to educate

parents.

There is a manual for group leaders in addition to three

books which are used as guides for the discussions.

Volume one

includes basic concepts for parents, volume two covers the early
childhood years, and volume three is for the later childhood years.
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This program grew out of a recognized need for parents to know
more about child rearing practices since, it was felt, they will have
the greatest impact on the development of their child.

Since its

beginning in 1953, the program, called Parenthood in a Tree Nation,
has become nation-wide.

It has not attempted to involve parents in

the school education of their child, but rather has focused on parent
education and the role they have in educating their child in the home.
Slater (1971-1972) reported on a program which taught mothers
to teach perceptual skills to their kindergarten children who had been
identified as having potential learning disabilities.

In that program,

eighty of 254 kindergarten children were identified as lagging in per
ceptual acuity.

Approximately half of the mothers of these children

became involved in the program, the other half being a control group.
Training sessions for mothers included attendance at three workshops
which centered on reading disabilities and help they could provide
their child.

All parents were given appropriate materials and asked

to work with their child at least fifteen minutes per day in the areas
of auditory discrimination, gross and fine motor coordination, visual
motor coordination, verbal skills, and social skills.

All children

were tested when they entered kindergarten and in May at the end of
the school year.

Tests used were:

(1) The Bender Visual-Motor

Gestalt Test, (2) human figure drawings, and (3) The Metropolitan
Readiness Test.

On all three tests the participating group scored

higher than the control group.
significantly higher.

However, only the Bender scores were

Slater felt that the program should have been

conducted over a longer period of time.

The participating childre.n
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are being followed through their elementary grades to determine their
actual school progress.
The program reported by Slater was similar to the preschool
program being conducted in St. Cloud and evaluated in this study.
approach was to teach parents to teach their children.

The

They also

worked extensively in the areas of discrimination, coordination, and
verbal skill-building.

Compensatory Education and Parental Involvement
Most of the recent programs described above provided education
for middle class parents xdio volunteered to participate.

The concept

of parental involvement has, however, been used extensively as a vehi
cle in compensatory education programs for low income and deprived
families.

The following section includes descriptions of recent com

pensatory education programs using the concept of parental involvement.
Parental involvement for the disadvantaged has traditionally
been low.

In Chicago, interviewers gathered information from 632 low

income families whose children attended elementary school.

The data

revealed that 315 parents did not know if their child had homework]
369 did not help their children with homework; 161 had not given their
children's progress in school any thought; and 105 did not know how
their children felt toward school (Mauch, 1969).

According to Mauch,

efforts were being made in inner cities to involve these parents in
the education of their children.

Initially, school officials made

efforts to inform parents of the school program by visiting homes,
having community meetings, and employing parents as aides.

Through

these efforts parents became better informed and more involved in
school activities.
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A similar situation existed in the Los Angeles, California area
where heavy concentrations of Mexican-American children had very low
school achievement.

In an attempt to break the cycle of low achievement,

the Malabar Street School started a preschool program designed to foster
reading readiness.
room.

Parents were first invited to their child's class

Gradually, parents became involved in helping teachers with plan

ning, bringing materials to school, and teaching the children.

Each day

of the school year at least one parent attended the classroom.

Since

fathers usually could not attend classes, pictures were taken in the
school and brought home.

It was reported that since the initiation of

the program there has been more rapid student progress and students
exhibit more aggressive learning behavior (American Education, 1967).
A nation-wide effort to get culturally deprived families
involved in the education of their children was Operation Home Start.
Begun in the State of Hawaii to help parents prepare their children
for school, it was conceived as a step beyond Head Start programs
(Cupit, 1967).

By 1973, there were sixteen Office of Child Develop

ment Home Start demonstration centers in the United States (O'Keefe,
1973).

They followed the model established by Head Start which

includes an emphasis on the child's education and mental and physi
cal health.

Unlike Head Start, hox<revar, the new Home Start programs

concentrate on th.e role of the parents in the health and education
of their children.

The activities are also conducted in the home,

not in preschool centers as they are in Head Start.
An inner-city remedial reading program was reported by Tannenbaum (1968).

It was called the Supplementary Teaching Assistance in

Reading (STAR) and was started during the 1965-66 school year in New
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York City.

Its basic purpose was to upgrade literacy levels for under

privileged children.

The procedure was to teach parents some practical

skills in tutoring their own children.

The first effort to get parents

to come to the school for an explanation of the program and training
failed.

The second approach x^as to train teacher aides, who x^ere minor

ity group members, to teach parents.

Once a week these aides visited

the homes of first, third, and sixth graders, and also of junior high
pupils to work with their parents.
xtfith the aides.

Regular training sessions were held

The first year results were inconclusive, but they did

shoxv that younger children made measurable gains in reading and I.Q.
scores XvThile older children did not.

It was subsequently decided that

programs for older children would be dropped in favor of expanding the
program for first grade pupils.
into three groups which included:

Children were then randomly divided
(1) parent tutoring, (2) clinical

tutoring by remedial reading professionals, and (3) a control group
for which no special help was provided.

The group of children taught

by their parents consistently scored higher in the post-test evalua
tion than the clinic or control group.

In addition, there xvTas some

spillover effect on close-in-age siblings.

While the evaluation Xtfas

not conclusive, it does suggest that parental teaching of young chil
dren can be an important supplement to formal classroom instruction.
Similar low achievement patterns in East Harlem, New York,
prompted parents who were dissatisfied with the public school program
to start their oxra school.

In 1967, the school consisted of two first

grade classes of fifteen students each.

The school is under direct

control of parents who chose a board of directors from among them
selves with final authority in matters of policy and hiring.

Funding
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for the new school was from government and private grants.

Projections

were that one grade per year xrould be added to the school until an
eight-grade elementary school existed.

The hope of these parents was

that it would serve as a model for the reform of public schools in East
Harlem (School and Society, February, 1968).

The East Harlem project

would seem to be nearly the ultimate in parental involvement.

Parents

have control of the school and are actively involved in its operation.
Another program of parental intervention, implemented in New
York City, was reported by Levenstein (1971).
demonstrators visit low-income families.

It included having toy

Parents then continued to

play with their two- to three-year-old children using the educational
toys.

Significant gains in I.Q. scores were reported for these young

children when compared to a control group.

Also, retention of gains

was related to the length of time children were in the program.
longer they were in the program the greater the retention.

The

It was

also reported that parents of these children were less passive and
had enhanced feelings of involvement in their child's learning.
Despite the wide use of parental involvement in compensatory
programs the results are questionable.

White and Watts (1973) con

cluded that if compensatory programs for low income families were to
have lasting results, they must start, not with a preschool program
at age three or four, but in the home, preferably at birth.

Butler

(1971) concurred that ages three to five may be too late for a pro
gram of early education if maximum results are to be attained.

Research on Parental Involvement
A great deal of research has been done on the effects of
involving parents in the education of their children.

The research
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in this study is concerned with differences in socioeconomic status,
sex, and first-born children.

Consequently, research covering these

topics is presented in this section after a brief review of general
research which follows.

General Research
Wade (1967) conducted a study to determine if parental help at
*

home on science projects would result in higher achievement in that
subject.

A further purpose was to determine if the type of material

given to parents was a factor in achievement change.
were 276 fourth, fifth and sixth grade students.
into two major categories:

The subjects

Parents were divided

(1) those who did not volunteer to help

their children, and (2) those who did volunteer to help their children.
The volunteer group was further divided into three groups:

(a) those

receiving materials coordinated with the school curriculum, (b) those
receiving placebo booklets which simply suggested activities helpful
to the study of science, and (c) those in a non-participation status.
The non-participation group did receive some materials but they were
not considered helpful to the study of science.

The dependent vari

able for all analyses was performance on a science achievement test
administered to all children at the end of the semester.

The post

test results showed that parent help at home was able to contribute
to increased learning in science.

Children whose parents were in

the volunteer group scored higher than children whose parents were in
the non-volunteer group at the .10 level of significance.

However,

there were no significant differences in achievement between the chil
dren whose parents received the relevant, placebo and irrelevant
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materials.

The increased achievement appeared to be parent participa

tion, not the type of materials used.
• Radin (1972) experimented with three groups of four-year-old
preschool children matched by sex, SES, and I.Q. scores to assess the
effects of parental involvement.

All three groups received an enriched

class program four half-days per week for nine months.

One group had

intensive maternal involvement, one had moderate maternal involvement,
and one had none.
tested.

At the end of the nine-month period all groups were

Each group had made significant gains in I.Q. scores but there

were no significant differences between the groups.

One year after the

completion of the program, when the children were completing kinder
garten, the groups were tasted again.

The group which had moderate

maternal involvement scored significantly higher on the Peabody Picture
Vocabulary Test than the group without maternal involvement. T h e
intense maternal involvement group also scored higher than-th-. noninvolved group, but not significantly so.

P,adin concluded that a

parent-education component may be necessary if the children are to
continue to benefit from such programs.
Emphasis on working with the very young child was advocated by
Burton White, Director of the Harvard Preschool Project (Pines, 1973).
Work in this program originally focused on four- and five-year-old
children.

However, research was being published in the mid-1960s

which indicated that the period of one to three years of age was the
most critical for mental development.

White began observing children

in that age range and concluded that between the ages of ten and eigh
teen months children developed very rapidly and, therefore, is a time
when parents should spend a great deal of time with them,

lie found,
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however, that parents spend an average of one and two-tenths hours a
day with children of this age.

He also found that mothers of mentally

advanced children played with them using a variety of toys and house
hold objects and allowed their children to roam all over the living
area.

These mothers used language to communicate with their children

more often than mothers of less advanced children, stimulated the
child's curiosity, and inadvertently taught skills of thinking.

Slow

developing children had parents x^ho protected their child, restricted
their instinct to explore, and used playpens and gates in the house
for long periods of time.

White stressed, however, that children

should not be pushed or frustrated beyond their limits.

He advocated

that parents should be educated in methods of interacting with their
children.
In a study of the effects of contacts between parents and
school personnel, Schiff (1963) reported that parent participation
and cooperation in school affairs led to higher pupil achievement,
better school attendance and study habits and fewer discipline prob
lems.

There was also a significant gain in reading test scores of

the parent-participation group when compared to the non-parentparticipation group.
Enders and Evans (1968) used Ethel Kawin's Parenthood in a
Free Nation materials with a group of parents.

They reported higher

self-concepts for children of parents who were in the group compared
to a control group of children whose parents were not involved.
Parent involvement in the schools also tended to influence
/

teacher attitudes toward children.

Rosenthal and Jacobson (1968)

reported that children who profited from positive changes in teacher
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expectations of their ability all had parents who were involved in some
degree in their school education.

They were also parents who were dis

tinctly visible to teachers.
The overwhelming amount of research relating to parental
involvement deals with preschool or primary grade children.

However,

Christopher (1967) studied effects of parental influence on high school
children.

He hypothesized that a primary source of achievement motiva

tion may be the kind of relationship Xsrhich had been established between
a child and his parents over a long period of time.

He found that

female achievement was significantly related to perceived strength of
the parent-child relationship.

Family ties, which affected school

achievement, lasted longer for females than for males.

Christopher

concluded that parents who are perceived by their children as being
interested and informed about their education may well establish
achievement motivation in the early years which carries through
their educational careers.
Ware and Garber (1972) studied home factors which predicted
school achievement.
achievement were:

Home conditions which were correlated x^ith high
(1) materials in the home.

Without a certain

minimum level of reading material in the home, the prognosis for
school success was poor, and (2) parent-child interaction.

This

included parental awareness of their child's development, parental
expectations of their child's schooling, and rex^ards for intellec
tual attainment.
The studies relating to parental involvement and parent-child
interactions and their relationship to school achievement have resulted
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in research comparing families of different levels of socioeconomic
status which follows.

Research on Socioeconomic Status
Differences
A large portion of the research regarding school achievement
and SES levels relates to parent-child interaction during the preschool
years.

Wachs, Uzgiris, and Hunt (1971) found several characteristics

which relate to the enhancement of cognitive development of children.
These were:

(1) the availability of reading material in the home, (2)

the mother spontaneously vocalizes with the child, (3) the father helps
take care of the child, (4) the father plays with, the child at least
ten minutes a day, and (5) the child is regularly spoken to by parents
during mealtime.

Uzgiris and Hunt found that these activities take

place with greater regularity among middle and upper SES families
which results in an advantage to learning the verbal skills required
in school.
In a similar study, Hess, Shipman, and Brophy (1968) concluded
that lower class mothers generally use more restricted language than
middle class mothers.

Sentences were shorter with a narrow range of

linguistic ability and elaboration.

Brophy (1970) concluded that

lower class mothers used control systems with their children based on
demands while middle class mothers offered alternatives in control
strategies resulting in more effective teaching.

Similarly, Bee

et al. (1969) found that middle class mothers allowed their children
to sort out alternatives more frequently and used less negative feed
back than lower class mothers.
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Coombs (1958) reported a relationship between the degree of
Indian blood, preschool language, and the level of school achievement.
The smaller the amount of Indian blood in the group studied, and the
greater the amount of English spoken in the home prior to school
entrance, the higher the group achieved.

Coombs did not believe that

blood quantum and the amount of English spoken in the home relate to
intelligence of the groups, but rather they are indices of accultura
tion which have a powerful influence on achievement.

He also expressed

the widely accepted feeling that achievement in school is primarily
language and reading achievement.
In earlier research, Warner (1949) and Davis (1949) established
that middle class children have an advantage over lower class children
in the school setting.

The curriculum reflects middle class values and

emphasizes verbal performance in which the lower class child is handi
capped.

Hunt (1973, p. 306) said that " . . .

being reared in condi

tions of poverty and cultural deprivation deprives a child of opportu
nities to learn."

He also stated the people in poor families generally

have poorer nutrition, fewer verbal interactions, and fexjer rewards for
problem-solving achievements than children from middle and upper class
families.
The differences in child-parent interactions for SES levels
described above are generally accepted.

However, Olmsted and Jester

(1972) found a wide overlap of teaching strategies between SES levels.
Many low SES mothers interacted with their children in ways similar to
middle SES mothers.

They concurred, however, that most middle SES

mothers used strategies which were compatible with teaching styles in
schools and these children encountered little difficulty in school
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learning.

Olmsted and Jester urged that mothers whose teaching styles

do not produce positive growth should be helped in more appropriate
techniques.

Other mothers, they felt, should be left alone to be

mothers as they are.

The strong implication in this recommendation

is that mothers who are teaching their children in styles compatible
with school learning have little need for a parent education program.
Schools need to be more selective when providing such services to
parents.
In relation to patterns of child-rearing, Brembeck and Grandstaff (1969) pointed out that schools need to formulate their programs
in part on the basis of what the children know and how they have been
taught at home.

Research on Sex Differences

„

Educators generally agree that during the preschool years and
primary school grades, girls acquire verbal skills more rapidly than
boys.

Good and Brophy (1971) studied early readers to determine dif

ferences by sex.

They found that in the preschool years girls exceeded

boys in almost every aspect of verbal performance.

They spoke earlier,

articulated more clearly and at an earlier age, and ware more fluent.
By the beginning of kindergarten they found no differences in vocabu
lary, however, girls learned to read sooner and boys required remedial
reading help more often.

By the age of ten boys generally caught up

to girls in reading skills.

Good and Brophy hypothesized that girls

received preferential treatment in grade one by female teachers and
that was a cause for girls being the superior readers.

Observation of

teacher behavior, however, did not shoxj a sex bias favoring girls.
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Reilly (1971) studied the ability to integrate auditory-visual
stimuli and found it to be significantly related to reading achievement
He also found that females developed this ability to a higher degree
earlier than males,

This, he concluded, is a factor in higher reading

achievement for girls through grade four.
Bentzen (1963) studied the ratio of a number of learning dis
abilities for males and females.

He reported that two-thirds of the

children retained for one or more years because of learning disabil
ities were boys.

Boys were stutterers by a ratio of three to one over

girls and 78 percent of reading clinic referrals \-jere males.

The boys

in Bentzen’s study xjere less mature and had a disproportionate number
of learning disabilities.

He felt there was a great need for schools

to recognize these differences and provide a more appropriate curric
ulum for boys.
Differences in rates of maturity and learning between sexes
seems to be well-established.

The etiology of the differences, how

ever , is less well-established.
an explanation.

Moss (1967) found what he felt was

He observed that mothers interacted differently with

infants depending upon sex.

When controlling infant irritability and

sleep time, mothers of male infants manifested more physical stimula
tion and arousing behavior than mothers of females.

Mothers of females

also imitated infant vocalizations significantly more than mothers of
male infants.

Moss felt this may be a reason why boys tend to be more

active physically than girls which could result in more rapid language
skill development for girls.

It has been the observation of this

writer that physical overactivity is a hindrance to learning, partic
ularly the learning of verbal skills required in school.

The findings
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of Moss may be a partial explanation of early learning differences
between the sexes.

Other reasons may be differences in types of play

for males and females and cultural expectations of behavior.

The

expectations of female behavior would seem to be more compatible with
teaching styles in schools.

Regardless of the causes for difference

in learning rates, the writer agrees with Bentzen (1963) that curric
ular adjustments for boys are necessary.

Research on First-born Differences
Research on differences between first-borns and other siblings
is not highly documented or conclusive.

However, there is some indica

tion that first-born children have an advantage in development over
younger siblings.

Boroson (1973) reported that studies of first-born

children show that although they are no more intelligent, they are
better readers as children, do better in high school, on National
Merit Scholarship Tests, and on tests of academic aptitude.

They

account for more than their share of physicians, laxfyers, architects,
college professors, and astronauts.

Also, proportionately more first

borns become famous and are published in Who1s Who.

He also reported

that later-born children are more likely to have reading problems.
Boroson felt these differences were a result of the oldest child
being the only child for a period of time.

Parents gave them more

attention during the first year or more of life.

Another explana

tion, according to Boroson, may be that mothers of first-borns are
younger and may be more careful about their health.
Stevens (1971-1972) reported that mothers of first-born chil
dren interacted with them significantly more than mothers of later-
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borns.

This, he felt, may account for the advantage in general devel

opment and achievement for first-born children.

A Statement Regarding Research
Despite the growing emphasis on parental involvement the research
related to its effectiveness is inconclusive.

Considering the evidence

which contrasts the type of parent-child interaction for high and lowachieving school children (Hare and Garber, 1972; White, as reported by
Pines, 1973; and Wachs, Uzgiris, and Hunt, 1971) it is difficult to con
clude that parental involvement is not important to intellectual devel
opment.

Some of the difficulty may be in the quality of the programs,

their duration, and the quality of the research done in the evaluation
of programs.

After a study of this problem, Butler (1971) concluded

that research on the results of early education programs was chaotic,
uncoordinated, and instruments of questionable validity xcere used.
The lack of adequate research may well be a primary reason why such
programs do not seem to reach their potential.

The writer will address

this issue in the recommendations section of Chapter V.

Summary
Parental involvement in the education of children has different
meanings to educators.

Abbott (1973) felt it meant direct participa

tion while Gordon (1970) listed five levels of involvement.

The writer

defined parental involvement broadly as any participation in the educa
tion of their child which affects the child's learning in or out of
school.
Historically, in primitive societies families assumed full
responsibility for the education and acculturation of children.

As
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societies became more complex, schools were established which replaced
the family for some specialized training.

During the Kiddle Ages, the

church educated clerics, there was a special education for knighthood,
and apprenticeship under the Guild System provided education which the
family could not (Lucas, 1972).

The increase of knowledge and trade

during the Renaissance and the Protestant Reformation accelerated the
growth of schools and the use of teachers other than parents and sib
lings .
The rise of the nation-state, feelings of patriotism and
nationalism, and the feeling that governments had a responsibility
for educating children spead during the seventeenth century (Lucas,
1972).

That trend steadily crept through Europe and to the West and

continues to this day.

The result has been a decrease in influence

of the family on its children.
Systems of education in Colonial America xrere diverse.

On

the East coast where cities developed there was more formalized edu
cation in schools than on the frontier where parents and older sib
lings were the teachers for young children.

As the country grew in

population and the number of cities increased, a higher percentage
of children attended school.

They were taught by teachers who

received their education in the newly established teacher-training
schools.
Following the Civil War, in the United States, there was a
rapid expansion of industry and technology.

This emerging nation

sent more and more children to school.

Families left the farms to

live in cities and work in factories.

The result was that children

spent more time learning in schools and less time at home.
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Grandstaff (1969) referred to this trend as the demise of the family as
an educative force.
By the 1930s and into the 1940s there was a parent education
movement in this country.

There were some programs which proposed to

increase the cognitive development of children (Gabbard, 1947) but
most were concerned about moral, ethical, and nutritional education
for parents (Clarke, 1930).

Parent education programs continue to

emphasize the very young child but more recently focus on how children
learn and how parents can help their children develop language skills
(Hess and Shipman, 1966; Wynn, 1967).
The emphasis in childhood programs, some say, (Pierson, 1974;
Butler, 1971; Pines, 1973; and Schaeffer, 1973) should be with the
very young child and extend over several years.

Short-term programs,

they felt, produce only short-term results.
The concept of parental involvement for compensatory education
programs has been extensive (Cupit, 1967; O ’Keefe, 1973; Tannenbaum,
1968; and Levenstein, 1971).

It was stated by White and Watts (1973)

that these programs should also begin with infants and continue for
several years.
Research assessing the effects of parental involvement has not
been conclusive.

Some short-term programs have shown limited statis

tical differences (Wade, 1967, and Radin, 1972), while other evaluation
procedures have been a descriptive reporting of observed changes in
parent and child behavior (Schiff, 1963, and Endres and Evans, 1963).
Other research included comparisons of school achievement based on SES
differences.

There x^as general agreement (Wachs, Uzgiris, and Hunt,

1971; Hess, Shipman, and Brophy, 1968; Brophy, 1970; Warner, 1949;
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Davis, 1949; and others) that differences in parent-child interaction
affected school learning and that low SES children were generally at
a disadvantage.
Sex differences in learning the school curriculum were also
reported.

There was general agreement among the writers cited that

during the early school years girls exceed boys in almost every
aspect of verbal performance (Good and Brophy, 1971) and that boys
were more likely than girls to have learning disabilities (Bentzen,
1963).
Differences in achievement between first-borns and laterborns were also reported.

First-born children, generally, seem to

have an advantage in learning over later-borns.

They tend to read

better, score higher on scholastic aptitude tests and are dispro
portionately represented in the professions (Boroson, 1973, and
Stevens, 1971-1972).
Despite the large amount of energy which has gone into recent
programs to involve parents in the education of their children, the
research results are inconclusive.

Some children achieve higher and

some do not following an early education program of parental involve
ment (Butler, 1971).

CHAPTER III

METHODOLOGY

The researcher's purpose in making this study was to evaluate if
intervention of parental involvement in teaching reading readiness skills
to their four-year-old children is related to the acquisition of prereading skills.

The experimental preschool program under study was

funded by a grant from Title III of Public Law 89-10 and is being imple
mented in St. Cloud, Minnesota.
An experimental group of children in this study was involved in
the first year of the program during the 1972-73 school year and
attended kindergarten during the 1973-74 school year.

A control group

of children was not involved in the preschool program but did attend
kindergarten during the 1973-74 school year in the same schools as the
experimental group.
The section which follows includes a description of the sample
studied, instruments used, procedures for data collection, administer
ing and scoring the instruments, and methods used to analyze data.

The Sample
The experimental group was composed of 30 percent of the chil
dren who participated in the 1972-73 preschool program and who attended
kindergarten during the 1973-74 school year.

A criterion of selection

of students for the sample was that the students had to be in a kinder
garten class where the teacher was willing to cooperate with test
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administration procedures and the time this required.

It was also neces

sary, for an economical use of time, that there be at least ten of the
former preschool children in each of the classes tested.
Nine kindergarten classes in four elementary schools met the
criteria described above and were selected to provide children for the
experimental sample.

Kindergarten children in these classes xjho had

been in the experimental program totaled sixty-five, or approximately
30 percent of the 219 who had been in the 1972-73 preschool program.
The control group was composed of children who, by chance, were
enrolled in the same kindergarten classes as the children x-rho were
selected for the experimental group.

The advantage of this procedure

of selection for the control group was that children from the same
classrooms x>rere exposed to the same teachers and learning environment,
thereby reducing error caused by extraneous variables.

Also, children

from the same attendance units tend to be members of families with
similar socioeconomic backgrounds xcrhich increased the probability of
having a more comparable sample.
The experimental group started with sixty-five subjects.

One

of these subjects x<;as enrolled in the experimental program but never
participated and was dropped from the sample; two subjects were in a
kindergarten classroom xjhich x^as not post-tested because of a teacher
conflict; three were absent at the time of the post-testing; and two
were too old for the extrapolated norms (an explanation of this fol-

loX'/s under the STAR testing).

The number of subjects in the experi

mental group was thereby reduced to fifty-seven.
The control group started xxrith 188 subjects.

Eighteen of them

were in the kindergarten which was not post-tested; fourteen were
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either absent from school during the post-testing or had moved from the
school of attendance where the pre-testing had taken place; and seven
teen of them were too old for the extrapolated norms.

The number of

subjects in the control group was thereby reduced from 188 to 139.
The total number of subjects in the experimental and control groups
was reduced from 253 to 196.

Instrumentation
Two instruments were used in this study to test the pre-reading
skills mastered by the children In the sample.

They were The Screening

Test of Academic Readiness and The Wisconsin Design Reading Skills
Record.

One instrument was used to collect data for the assessment of

parental involvement, types of family activity, kindergarten adjustment,
and parental support of the public schools.
Kindergarten Questionnaire.

That instrument was the

The sections which follow deal with the

use of these instruments.

Screening Test of Academic
Readiness (STAR)
The STAR is a fifty-item, group-administered test with subtests
in picture vocabulary, letters, picture completion, copying, picture
description, human figure drawing, relationships, and numbers.
purpose is to assess a child’s school readiness.

Its

It yields the eight

subtest raw scores indicated above and a derived I.Q. score.

A copy

of the STAR is presented as Appendix C.
The procedure of data collection for the STAR was to test all
I

subjects in the experimental and control group in September, 1973, and
Hay, 1974.

Tests were administered and scored by a member of the
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school district's research and development unit in eight of the nine
classrooms.

One kindergarten teacher requested that she do post

testing for her own class so she could schedule the sessions at more
convenient times.
and scoring.

The teacher was trained in procedures of testing

She then administered and scored the STAR post-test to

her class of eight experimental group children and thirteen control
group children.
The next step in the procedure was to record, from the school
district census, the following information for each subject:

(1) the

subject's sex, (2) father's occupation— for purposes of SES classifi
cation, and (3) whether the subject was or was not the first sibling
to enter school.

In addition, records from the preschool program ware

examined to determine the following information:

(1) which students

in the experimental group had fathers who participated in the pre
school activities, and (2) the length of time these children were in
the program.

This data was needed to make an analysis of differences

within the experimental group.
All of the above data and their interactions were key punched
on computer cards.

Other data collected and key punched were raw

score changes of the eight subtests from pre- to post-testing, preand post-deviation I.Q. scores on the STAR, and each child's age in
months as of May 15, 1974, the date of the STAR post-testing.
An unexpected difficulty arose with test norms for the STAR
post-testing.

Sixteen experimental group subjects and fifty-seven

control group subjects were older than the highest age norm which
was 6 years, 3 months to 6 years, 5 months.

By extrapolating age

norms by one three-month age category it was possible to include

49
all but two subjects in the experimental group and seventeen in the
control group.

This meant that for fourteen of fifty-seven, or 24

percent, of the experimental group and for forty of 139, or 28 per
cent, of the control group extrapolated norms were used.

The proce

dure for extrapolation was to reduce the deviation 1.0. score for
the extrapolated norms for each raw score by the same amount as the
highest age norms were from the second highest age norms.

The fol

lowing portion of the STAS, norms (Ahr, 1966) shows the procedure.

Chronological Age
6-0

6 -3
to
6 -5

to

6-2

Deviation
IQ

11 1
109
107

Raw Score

(-4 )
(-4 )
(-4 )

107
105
103

6-6*
to
6 -8
(-4 )
(-4 )
(-4 )

103
101

61
60

99

59

*Extrapolated Norms

A raw score of 60 has a deviation I.Q. of 105 for the 6-3 to 6-5 age
norm which is a reduction of four 1.0. points from the next lowest
age norm of 6-0 to 6-2.

The deviation I.Q. for the extrapolated age

norm of 6-6 to 6-8 xra.s also reduced by four giving a raw score of 60
an I.Q. score of 101.

That procedure Xiras followed for each raw score

recorded x-?hen the subject in question was older than 6 years, 5 months
of age.
This method of extrapolation was explained by the writer in a
telephone conversation to Dr. A. Edxjard Ahr, author of the STAR, who
subsequently gave his approval of this procedure.
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The Wisconsin Design
The Wisconsin Design is a reading skills record which every
elementary teacher completes for each child.

The record is started

toward the end of the kindergarten year and is added to cumulatively
each year the child is in elementary school.

Its purpose is to deter

mine which reading skills a child has so that deficiencies can be
strengthened.

It was used for this study to determine the number of

reading skills achieved for each subject and to assess effects of the
preschool program on reading skill achievement.

A copy of the Wiscon

sin Design Record Form is presented as Appendix D.
Procedures of data collection for the Wisconsin Design included
having kindergarten teachers test reading skills of each child.

They

were then entered on the Wisconsin Design Record Form as being achieved
or not achieved.

The total number of skills achieved was summed and

recorded as each child's total score.

Other data which was needed for

each child, i.e., sex, father's occupation, and first sibling for all
children, and the father involvement and length of time in the program
data for experimental group children had been collected with the STAR
data which was previously explained.

All data collected was then key

punched on computer cards.

The Kindergarten Questionnaire
The Kindergarten Questionnaire is an eleven-item questionnaire
developed by the writer and a research assistant for School District
s
742. Its purpose was to collect data for the assessment of:
(1)
parental involvement in kindergarten activity, (2) the amount and
type of activities in which families of the experimental and control
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group engage, (3) parental perception of their child's school adjustment,
and (A) parental attitudes toward the school.

A copy of the Kindergarten

Questionnaire is presented as Appendix E.
The procedure for collection of data was to mail a questionnaire
to parents of the 253 children in the original experimental and control
groups.

The purpose of mailing questionnaires to parents-of all chil

dren in the original sample rather than to only those in the final
sample was to get as large a cross-section as possible since it was
anticipated that not all parents would return the questionnaire.
Enclosed with the questionnaire was a cover letter (see Appendix
F) explaining its purpose, and a stamped, addressed return envelope.
For purposes of identification, experimental group questionnaires were
printed on blue paper and control group questionnaires were printed on
pink paper.

There were no other differences.

In an attempt to get a

higher percentage of responses a follow-up letter (see Appendix G) and
questionnaire were sent to all parents two weeks after the original was
mailed.

Responses for items on returned questionnaires were then

tallied separately for experimental group parents and control group
parents.

Analysis of the Data
Data analysis for the study was done in the following three
parts:
Part A.

An Analysis of STAR and Wisconsin Design Data for
the experimental group only

Part B.

An analysis of STAR and Wisconsin Design Data for
comparing the experimental group with the control
group
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Part C.

An analysis of the Kindergarten Questionnaire data
comparing experimental group parents with control
group parents

Analysis of Experimental Group
Data (Part A)
The purpose of the experimental group analysis was to assess
if the experimental intervention was more effective for some children
than for others, i.e., considering the following independent variables
(1) sex— was the program more effective for boys or for girls?
(2) SES— was the program more effective for low, medium, or high SES?
(3) first sibling— was the program more effective for a first sibling
to enter school or a sibling other than the first to enter school?
(A) father involvement— did the children whose fathers were involved
in the program acquire more pre-reading skills than children whose
fathers x<rere not involved? and (5) length of time in the program—
did the length of time spent in the program affect the acquisition
of pre-reading skills?
The effects of the experimental intervention were tested for
by the STAR and Wisconsin Design.

An explanation of the analysis

follows.
STAR Analysis.

The method used to analyze the STAR data was

analysis of co-variance with September, 1973, (pre) test results being
the co-variate and May, 1974, (post) test results being the dependent
variable.

Each of the five independent variables plus the co-variate

was tested against the dependent variable to determine the variance
caused by each variable.

In addition, interactions of the variables
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plus the co-variate were tested against the dependent variable to deter
mine the variance caused by their interactions.
Additional treatment of the STAR data was to adjust the depen
dent variable mean.

The adjustment of means was necessary because

analysis of co-variance adjusts the dependent mean to make allowances
for original differences, i.e., differences in the co-variate, or pre
test.

If a co-variate mean for a variable such as sex or SES is lower

than the total (grand) mean for the co-variate, the dependent mean
(post-test) will be adjusted upward.

If the co-variate mean for a

variable is higher than the co-variate grand mean, the dependent mean
for that variable will be adjusted lower.
Wisconsin Design Analysis.

The method used to analyze Wiscon

sin Design data was analysis of variance with the total score (number
of reading skills achieved) being the dependent variable.

Each of the

five independent variables x<?as tested against the dependent variable
to determine variance caused by each variable.

In addition, interac

tions of the variables were tested against the dependent variable to
determine variance caused by their interaction.
Multiple comparisons of variables which x<;ere significantly
different x/ere done by using the method devised by Scheffe (Downie
and Heath, 1970, p. 221).

It x^as necessary to do multiple compari

sons in order to determine xihich of the variables was significantly
different and the direction of the significance.

All differences for

the Wisconsin Design Analysis x^ere tested for significance at alpha
.05.

Comparison of Experimental Group
and Control Group Data (Part B)
The purpose of the comparison of experimental group and control
group data was to assess effects of the experimental treatment and the
interaction of treatment with the other independent variables which
ware:

(1) sex, (2) SES, and (3) first sibling.

The effects of the

experimental intervention were tested for by the STAR and Wisconsin
Design.

An explanation of that analysis follows.'
Star Analysis.

The method used to analyze STAR data was analy

sis of co-variance with September, 1973, test results being the co
variate and May, 1974, test results being the dependent variable.

Each

one of the variables, i.e., treatment, sex, SES, and first sibling plus
the co-variate was tested against the dependent variable to determine
variance caused by each variable.

In addition, the treatment variable

was paired with each of the other three variables to determine variance
caused by their interaction.

Additional treatment of the STAR data was

to adjust the dependent variable mean which made allowances for origi
nal differences.

All differences were tested for significance at

alpha .05.
Wisconsin Design Analysis.

The method used to analyze Wiscon

sin Design data was analysis of variance with the total score (number
of reading skills achieved) being the dependent variable.

Each of the

variables, i.e., treatment, sex, SES, and first sibling was tested
against the dependent variable to determine variance caused by each
variable.

In addition, the treatment variable was paired with each

of the other three variables to determine variance caused by their
interaction.
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Analysis of the Kindergarten
Questionnaire Data (Part C)
The data collected from the Kindergarten Questionnaire was
analyzed by determining frequencies, percentages, mean, and median
responses for each item.

Median responses \</ere reported when the

distribution of responses was skewed.

Items on the questionnaire

were identified as being related to the four research sub-questions
(C-l, C-2, C-3, and C-4) which were presented in Chapter I.

A com

parison was then made between responses of the experimental and
control group parents.

Interpretation of data was done on the

basis of percentage, mean, and median scores for each item.

CHAPTER IV

ANALYSIS OF THE DATA

An analysis of the data collected is reported in this chapter
Included is an analysis of data from:

(1) the STAR and Wisconsin

Design for the experimental group (Part A ) , (2) the STAR and Wiscon
sin Design for the experimental group compared with the control group
(Part B), and (3) the Kindergarten Questionnaire comparing the experi
mental group with the control group (Part C).

Analysis of Experimental Group Data (Part A)
Analysis of the experimental group data is reported in two
parts:

(1) the STAR analysis, and (2) the Wisconsin Design analysis.

STAR Analysis
Analysis of co-variance was used to test for differences in
the experimental group.
were:

The independent variables for the analysis

(1) sex, (2) socioeconomic status, (3) first sibling, (4)

father involvement, and (5) length of time in the program.

The co

variate was the pre-test results (September 1973) and the dependent
variable was the post-test results (May 1974).
Null hypothesis A-l stated that there is no significant rela
tionship between the independent variables of sex, socioeconomic
status, first sibling, father involvement, length of time in the
program and their interactions and the test results on the Screening
56
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Test of Academic Readiness for the experimental group.

The analysis of

co-variance for the experimental group on the STAR is shown in Table 1.
It does not indicate any significant differences in reading skills
achieved for the variables.

Null hypothesis number A-l is therefore

not rejected.

TABLE 1
ANALYSIS OF CO-VARIANCE FOR THE EXPERIMENTAL GROUP ON THE STAR

Variable

Sum of
Squares

Degrees of
Freedom

Mean
Square

Sex
SES
First Sibling
Father Involvement
Length of Time in Program

146.404
259.050
13.500
.619
354.766

1
2
1
1
2

146.404
129.525
13.500
.619
177.383

1.612
1.426
.149
.007
1.953

.000
343.663
670.177
924.066
2724.184
8093.406

2
2
4
11
30
56

.000
171.832
167.544
84.006
90.806

.000
1.892
1.845
.925
1.845

Interactions:
Sex X SES
Sex X Length of Time
SES X Length of Time
Other Interactions
Error
Total

F

The amount of variance for variables on the STAR is very small
as demonstrated by the size of the F ratio for each variable.

With one

and thirty degrees of freedom, an F ratio Xtfould have to be 4.17 or
higher to be significant at alpha .05.

With two and thirty degrees

of freedom, an F ratio would have to be 3.32 or higher to be signifi
cant at alpha .05.

None of the F ratios in Table 1 approached this

size'.
Further comparison of the STAR data \<ras done by examining the
pre, post, and adjusted means which are shown in Table 2.

All post
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TABLE 2
PRE, POST, AMD ADJUSTED MEAN SCORES ON THE STAR FOR THE
EXPERIMENTAL GROUP

Means
Variables

N

Pre

Post

Adjusted

Sex:
Males
Females

24
33

103.79
112.27

114.37
121.00

116.12
119.10

LOX-7
Medium
High

12
34
11

111.00
107.37
109.26

122.92
115.12
119.55

121.50
115.34
118.94

First Sibling:
First
Other

18
39

100.50
112.49

114.17
120.08

117.48
117.99

Father Involvement:
Involved
Not Involved

10
47

108.38
110.20

118.60
118.13

118.73
117.51

Length of Time in Program:
3-4 months
5-6 months
Longer than 6 months

14
24
19

113.29
102.46
113.21

118.00
118.42
118.11

115.90
121.29
116.01

SES:

means were considerably higher than pre means.

For example, the mean

for males was 10.58 points higher for the post-testing than for the
pre-testing.

For females the post-testing mean was 8.73 points higher

than the pre-test mean.
higher than for males.

The post-test mean for females was 6.63 points
However, when adjustments were made for origi

nal differences, the mean for females was only 2.88 points higher.
That difference was not significant.
Children in the low SES category scored highest on the STAR.,
the high SES category scored the next highest, and the medium SES
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scored lowest.

The differences in the adjusted means of the three

groups, however, were not significant.
Considering the length of time variable, children who were
in the program from five to six months made the greatest gains on
the STAR test.

The three to four month category and the more than

six month category had means which were only .11 points different.
The differences in the means of children in these three categories

vras not significant.

Wisconsin Design Analysis
Analysis of variance \tfas used to test for differences in the
mean number of reading skills achieved on the Wisconsin Design.

The

variables in the Wisconsin Design Analysis for the experimental group
were the same as for the STAR analysis.
Null hypothesis A-2 stated that there is no significant rela
tionship between the independent variables of sex, socioeconomic
status, first sibling, father involvement, length of time in the pro
gram, and their interactions and the number of reading skills achieved
as shown on the Wisconsin Design Record Form.

The analysis of vari

ance for the Wisconsin Design data is shown in Table 3.

It shows that

with one and thirty-one degrees of freedom the F ratio of 7.46 for sex
is significantly different at alpha .05.

The data in Table 3 also

shows that with one and thirty-one degrees of freedom the F ratio of
9.54 for the interaction of sex and father involvement is significantly
different at alpha .01.

The part of null hypothesis A-2 which dealt

with there being no relationship between sex and the number of reading
skills achieved is thereby rejected.

The sub-hypothesis, assumed by
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the main hypothesis, that there is no relationship between the interac
tion of sex and father involvement is also rejected.

All other parts

of hypothesis A-2 are not rejected.

TABLE 3
ANALYSIS OF VARIANCE FOR THE EXPERIMENTAL GROUP ON THE
WISCONSIN DESIGN

Variable

Sum of
Squares

Degrees of
Freedom

Mean
Square

Sex
SES
First Sibling
Father Involvement
Length of Time in Program

29.858
13.136
.018
.239
24.474

1
2
1
1
2

29.858
6.568
.018
.239
12.237

7.46a
1.64

.000
1.498
38.154
.000
3.112
.218
.969
2.473

2
1
1
2
2
2
4
1

.000
1.498
38.154
.000
1.556
.109
.242
2.473

.00
.37
9.54^
.00
.39
.03
.06
.62

19.206

2

9.603

2.40

5.564

2

2.782

.69

124.151
242.876

31
56

Interactions:
Sex and SES
Sex and First Sibling
Sex and Father Involvement
Sex and Length of Time
SES and First Sibling
SES and Father Involvement
SES and Length of Time
First Sibling and Father
Involvement
First Sibling and Length
of Time
Father Involvement and
Length of Time
Error
Total

F

.06
3.06

4.00

Significant at alpha .05
^Significant at alpha .01

Table 4 shows the means for the variables and the means for the
interaction of sex and father involvement.

The female mean of 8.76

reading skills achieved was significantly higher, at alpha .05, than
the mean of 7.29 for males.

However, the reader is reminded that the
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TABLE 4
WISCONSIN DESIGN MEANS FOR THE EXPERIMENTAL GROUP

Mean

Variable

Number

Sex:
7.29
8.76a

24
33

Socioeconomic Status:
Low
Medium
High

9.00
7.79
8.27

12
34
11

First Sibling:
First
Other

8.17
8.13

18
39

8.00
8.17

10
47

Length of Time in Program:
3-4 months
5-6 months
Longer than 6 months

8.79
7.37
8.63

14
24
19

Interactions of:
Sex and Father Involvement^
Male-Involved
Male-Not Involved
Female-Involved
Female-Not Involved

8.71
6.71
6.33
9.00

7
17
3
30

Males
Females

Father Involvement:
Involved
Not Involved
\

aSignifleant at alpha .05
^Significant at alpha .01

mean number of reading skills achieved does not take into account origi
nal differences between males and females which may have existed prior
to kindergarten matriculation.

The pre-mean scores on the STAR do, in

fact, suggest that females had a higher reading readiness when they
entered kindergarten.

The studies of Moss (1967), Bentzen (1963),
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Good and Brophy (1971), and Reilly (1971) also indicated that females
acquire verbal and reading skills more quickly than males.
The mean reading skills achieved for the interaction of sex
and father involvement was significantly different with one and thirtyone degrees of freedom, at alpha .01.

The mean for males whose fathers

were involved was 8.71 compared to 6.71 for males whose fathers were
not involved.

The mean for females whose fathers were involved was

6.33 compared to 9.00 for females whose fathers were not involved.
Further analysis of these means was done by multiple compari
son using Scheffe's method.

That comparison is shown in Table 5.

All comparisons are with one and thirty-one degrees of freedom.
The data in Table 5 shows that males whose fathers were
involved in the program achieved, at alpha .05, significantly more
skills on the Wisconsin Design than males x^hosa fathers xjere not
involved (comparison 1 and 2 on Table 5).

A comparison of males

whose fathers x^ere involved x^ith females whose fathers were involved
did not result in a significant difference (comparison 1 and 3 on
Table 5) even though the mean score war- 1.38 skills higher for males
in that category.

One explanation is that the low number of females

in the category would require a greater difference for significance.
The comparison of females x^hose fathers x?ere involved with
females whose fathers were not involved (comparison 3 and 4 on Table
5) shows the females xtfith non-involved fathers attained significantly
more skills at alpha .05.

(There were only three father-involved

females and they all had a low number of skills achieved).
The effect of sex as a variable was that females achieved
significantly more pre-reading skills than males.

Ikwever, xriien

TABLE 5
MULTIPLE COMPARISONS OF MEAN SCORES FOR THE INTERACTION OF THE SEX AND FATHER
INVOLVEMENT VARIABLES FOR THE EXPERIMENTAL GROUP ON THE WISCONSIN DESIGN

Comparison

Male
Father
Involved
X=8.71
N=7

1-2

1

-1

0

0

2.00

1-4

1

0

0

-1

.29

.35

1-3

1

0

-1

0

2.38

1.74

2-4

0

1

0

-1

2.29

3.82b

3-4

0

0

1

-1

2.67

2.23a

Male Father
Not Involved
X=6.71
N-17

aSignifleant at alpha .05
^Significant at alpha .01

Female
Father
Involved
X=6.33
N=3

Female Father
Not Involved
X=9.00
Difference
N=30

Observed
t

Expected
t .05

Expected
t .01

2.50a

2.04

2.75

6A
the variable of father involvement is added to males and compared to
females without father involvement (comparison 1 and A), which included
all but three of the females, there was no significant difference in
skills achieved.

When the variable of father involvement xvas removed

for males and compared to females without father involvement (compari
son 2 and A) females achieved significantly more skills at alpha .01.
These data suggest strongly that father involvement for males is a
significant factor in the achievement of pre-reading skills as tested
for on the Wisconsin Design.

Analysis of Experimental and Control Group Data (Part B)
Comparison of the experimental and control group data is
reported in two parts:

(1) the STAR analysis, and (2) the Wisconsin

Design analysis.

STAR Analysis
Analysis of co-variance was used to test for differences
between the experimental and control group on the STAR.
dent variables for the analysis were:
status, and (3) first sibling.

The indepen

(1) sex, (2) socioeconomic

The co-variate was the September,

1973, test results (pre) and the dependent variable was the May,
197A, test results (post).
Null hypothesis B-l stated that there is no significant rela
tionship between the experimental and control group for the indepen
dent variable of sex, socioeconomic status, first sibling, and their
interactions, and the test results on the Screening Test of Academic
Readiness.

Table 6 shows the analysis of co-variance for the experi

mental and control group data.

With one and 180 degrees of freedom,
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TABLE 6
ANALYSIS OF CO-VARIANCE FOR THE EXPERIMENTAL AMD CONTROL GROUP
ON THE STAR
Sum of
Squares

Variable

2i

Mean
Square

5.368
476.235
523.438
25.950

1
1
2
1

5.368
476.235
261.719
25.950

6.901
133.530
.682
404.387
15563.477
27320.691

1
2
1
6
180
195

6.901
66.765
.682
67.389
86.464

Treatment
Sex
SES
First Sibling
Interactions:
Treatment and Sex
Treatment and SES
Treatment and First Sibling
Other Interactions
Error
Total

Degrees of
Freedom

F

.062
5.508a
3.027
.300

.080
.772
.007
.779

Significant at alpha .05

the F value of .062 shows that there is no significant relationship
between the experimental treatment and the STAR test results.

Further,

the interaction of treatment with sex, SES, and first sibling resulted
in F ratios of .080, .772, and .007 respectively, all of which are lower
than required to indicate a significant difference.

Null hypothesis B-l

is therefore not rejected.
Table 6 does show that the variance for sex, with an F ratio of
5.508 with one and 180 degrees of freedom, is significant at alpha .05.
The mean score for females \</as significantly higher than for males.
The purpose of the researcher in this study was to test effects of the
treatment on pre-reading skills.

Since the interaction of sex and

treatment did not result in a significant difference in scores, the
significant difference in sex alone was not considered further.
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Further comparisons of the STAR data were done by an examination
of the mean scores.
Table 7.

The pre, post, and adjusted means are shown in

The adjusted grand mean was 117.36 for the experimental group

and 118.18 for the control group, a difference of only .32.

The small

difference in means is reflected in the small amount of variance for
treatment which was shown in Table 6.

The difference in means for males

between the experimental and control group was .06.
females between the two groups was .47.

The difference for

The small difference in the

means for sex and treatment is also reflected in the small amount of
variance and low F ratio of .080 shown in Table 6 for the interaction
of treatment and sex.
The differences in adjusted means for SES between the experi
mental and control group were 3.83 for low, 1.80 for medium, and 4.06
for high.

These differences, however, were not great enough to be

significant.

Wisconsin Design Analysis
Analysis of variance x^as used to test for differences in read
ing skills achieved between the experimental and control group as
recorded on the Wisconsin Design Record Form.

Null hypothesis B-2

stated that there is no significant relationship between the experi
mental and control group for the independent variables of sex, socio
economic status, first sibling, and their interactions and the read
ing skills achieved as shown on the Wisconsin Design Record Form.
Table 8 shows the analysis of variance for the Wisconsin Design data.
It shows that the variance for treatment, with one and 181 degrees of
freedom, which resulted in an F ratio of .051 was not significant.

TABLE 7
PRE, POST, AND ADJUSTED MEAN SCORES FOR THE EXPERIMENTAL AND CONTROL GROUP
ON THE STAR .

Variable

Total Group (Grand)
Sex:
Males
Females

N

Pre

Experimental
Post
Adjusted

N

Pre

Control
Post

Adjusted

57

103.70

118.21

117.86

139

107.50

118.02

118.18

24
33

103.79
112.27

114.37
121.00

116.12
119.10

58
81

103.32
110.41

114.23
120.67

116.18
119.5

Socioeconomic Status
Low
Medium
High

12
34
11

111.00
107.37
109.26

122.92
115.12
119.55

121.50
115.34
118.94

39
79
21

103.70
107.55
114.57

115.87
118.00
125.95

117.7
117.14
122.9

First Sibling
First
Other

18
39

100.50
112.49

114.17
120.08

117.48
117.99

45
94

109.42
106.89

118.00
118.04

117.2
118.49
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TABLE 8
ANALYSIS OF VARIANCE FOR THE EXPERIMENTAL AND CONTROL GROUP ON THE
WISCONSIN DESIGN

Degrees of
Freedom

Mean
Square

.188
23.319
14.389
12.803

1
1
2
1

.188
23.319
7.195
12.803

.051
6.04a
1.86
3.32

14.157
27.832
2.947
698.653
786.006

1
2
1
181
195

14.157
13.92
2.947
3.860

3.67
3.61
.76

Sum of
Squares

Treatment
Sex
SES
First Sibling
Interactions:
Treatment and Sex
Treatment and SES
Treatment and First Sibling
Error
Total

F

Significant at alpha .05

In addition, the interaction of treatment and sex, treatment and SES,
and treatment and first sibling did not result in F ratios which were
significant.

Null hypothesis B-2 is therefore not rejected.

Table 8

does show that the variance for sex which resulted in an F ratio of
/

6.04 is significant, with one and 181 degrees of freedom, at alpha .05.
Girls achieved significantly more reading skills than boys.

However,

the purpose of the researcher in this study was to test the effects of
the experimental treatment.

Since the interaction of sex and treatment

was not significant the difference in sex alone was not considered
further.
Further comparison of reading skills achieved was done by an
examination of means for each variable which is shown in Table 9.
The mean reading skills achieved for the experimental group was 8.14
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TABLE 9
COMPARISON OF MEANS ON THE WISCONSIN DESIGN FOR THE EXPERIMENTAL
AND CONTROL CROUP

Variable

Experimental
Mean
Number

Control
Mean
Number

Total Group
Males
Females

8.14
7.29
8.76

57
24
33

8.21
7.98
8.37

139
58
81

Socioeconomic Status
Low
Medium
High

9.00
7.79
8.27

12
34
11

7.58
8.32
9.00

39
79
21

First Sibling
First
Other

8.17
8.13

18
39

8.73
7.97

45
94

compared to 8.21 for the control group.

The difference of only .07 in

the means is reflected in the small amount of variance Shewn in Table 8.
The difference for males between the two groups was .69, the control
group being higher than the experimental group.

For females the dif

ference between the two groups was .39, the experimental group females
being higher than the control group females.
Considering the SES variable, the low category for the experi
mental group achieved a mean of 9.00 skills, the highest for the group,
compared to a mean of 7.58 for the control group x^hich x?as the lox^est
for that group.

The medium SES for the experimental group achieved a

mean of 7.79 skills compared to 8.32 for the control group.

The high

SES category for the experimental group achieved a mean of 8.27 skills
compared to 9.00 for the control group x-Zhich was the highest for that
group.

None of the differences in these means was significant.
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A comparison of means for the first sibling showed that first
siblings in the control group had a mean which was .56 higher than the
mean for the experimental group.

For other than first siblings the

mean for the experimental group was .16 higher than the control group.
These differences were not significant.

Analysis of the Kindergarten Questionnaire
Data (Part C)
The purpose of the Kindergarten Questionnaire x^as to provide
data for a comparison of parents of children in the experimental and
control group relating to:

(1) parental involvement in school activ

ities, (2) the amount and type of activities in xv’hich families engage,
(3) parental perception of their child's school adjustment, and (4)
parental attitudes toward school.

The data obtained from the ques

tionnaire x^as reported descriptively and analyzed by determining per
centages, mean, and median responses.

Where responses were normally

distributed the mean was reported and where the distribution was
skex^ed the median was reported.
The Kindergarten Questionnaire was mailed to all parents of
the 253 children in the original sample.

There xjere sixty-five chil

dren in the original experimental group which included one set of
twins for which only one questionnaire x^as sent.
sible return of sixty-four questionnaires.

This meant a pos

There x<rere 188 children

in the original control group, however, two questionnaires were
returned because they were not deliverable which meant a possible
return of 186.
In an attempt to get a higher rate of returns a follox^-up let
ter, xdLth another questionnaire and stamped, addressed return envelope,
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was mailed to all parents tx^o weeks after the first mailing.

Thirty-

eight of the sixty-four questionnaires x^ere returned by the experimen
tal group parents from the first mailing and ten additional returns
after the follow-up letter was sent.

This totaled forty-eight of the

sixty-four possible returns or 75 percent.

For the control group there

were 101 returned questionnaires on the first mailing and an additional
forty-one returned after the follox-7-up letter was sent.

This totaled

142 of the possible 186 or a return of 76 percent.
The activities of the preschool program stressed that parents
should become involved in the educational activities of their children.
Parents were trained in activities which were designed to help them
teach their four-year-old children pre-reading skills.
was hypothesized that these parents would:

As a result it

(1) be more involved in

school and home educational activities than other parents (relates to
research sub-question C-l), (2) spend more time in educational and
educationally related activities x^ith their children (relates to
research sub-question C-2) , (3) have children x<rho x^ere better adjusted
to school (relates to research sub-question C-3)„ and ( 4 ) be more sup
portive of the school district than other parents (relates to research
sub-question C-4) .

The data which follox^s \</as collected from the

returned questionnaires and makes a comparison of responses from par
ents of the experimental group and the control group.

Question 1
Question 1 asked parents:
kindergarten?

Is this your first child to enter

Table 10 shows the responses to the question.

the control group respondents did not mark this item.

Txro of

Regarding the

■s
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TABLE 10
COMPARISON OP RESPONSES TO QUESTION 1 ON THE KINDERGARTEN
QUESTIONNAIRE
Question 1:

Is this your first child to enter kindergarten?
Yes
Number

No

% of Group

Number

% of Group

Experimental

16

33

32

67

Control

42

30

98
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first sibling variable, which was used for the STAR and Wisconsin Design
analysis, the responses for this item indicated that the returned ques
tionnaires were representative of the total sample.

For the total sample,

32 percent of the experimental group and 32 percent of the control group
were first siblings to enter school.

The data in Table 10 shows that of

the returned questionnaires, 33 percent of the experimental group and
30 percent of the control group were from families where the children
were first siblings.

Since sibling placement may affect the amount of

time parents spend with their kindergarten child in school and schoolrelated activities (Boroson, 1973, and Stevens, 1971-1972), the returned
questionnaires being a proportioned representation of the total sample
adds credence to the questionnaire responses.

Question 2
Question 2, which is in five parts (a through e), was designed
to assess 'the effects of the preschool program on parental involvement
in school activities (relates to research sub-question C-l).
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Question 2-a.

Table 11 shows the responses to question 2-a

which indicate the number of times parents visited their child’s
kindergarten class during the school year.

Four control group ques

tionnaires were improperly answered for the item and these responses
x^ere not included in the total.

The range of visits to classes was

TABLE 11
COMPARISON OF RESPONSES TO QUESTION 2-a ON THE KINDERGARTEN
QUESTIONNAIRE

Question 2-a:

With reference to your kindergarten child, how many times
during the past year have you visited the classroom?

Experimental Group Parents
Number
Number of
Percentage
of Visits
Parents
of Parents

0
1
2
3
4
5
6
7
8

Control Group Parents
Number of
Percentage
Parents
of Parents

3
9
7
13
8
2
2

6 .3
18.8
14.6
27.1
16.7
4.2
4.2

13
12
32
30
25
7
8
1
3

9.4
8.7
23.2
21.7
18.1
5.1
5.7
.7
2.2

2
2

4.2
4.2

4

2.9

1
1
1

.7
.7
.7

Q

10
11
12
20
36

Mean visits per parent:
Median visits per parent:

3.29
2.88

Mean visits per parent:
Median visits per parent:

3.54
2.90

zero to eleven for the experimental group and zero to thirty-six for the
control group.

Presumably the responses of tx^enty and thirty-six visits

made by two parents of the control group were as "room mothers."

This

is an activity initiated by the school district whereby mothers make
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regular visits to the classroom to relieve the teacher of many routine
tasks.

There is, however, no way of knowing if that was the case since

all questionnaires were anonymous.

Table 11 shows that 6.3 percent of

the parents of the experimental group did not visit their child's class
room during the year compared to 9.4 percent of the control group parents.
Eighty-four and seven-tenths percent of the experimental group parents
visited their child's kindergarten class from one to six times compared
to 82.5 percent for control group parents.

While 2.9 percent more par

ents of the experimental group visited their child's class than control
group parents (6.3 percent not visiting compared to 9.4 percent not
visiting), there seems to be little other difference in that aspect of
involvement between the two groups.

The median visits per parent for

the experimental group was 2.88 and for the control group 2.90.
Question 2-b.

Table 12 shows the responses for question 2-b

which relates to the number of times parents called their child's
teacher regarding the progress of the child.

There was only slight

variation in the responses between the two groups.

Seventy and eight-

tenths percent of the experimental group parents and 69 percent of the
control group parents did not call their child's teacher regarding his
progress.

The median calls to teachers for the experimental group par

ents was .71 and for control group parents .72.

It is apparent from

the responses to question 2-b that calling the kindergarten teacher
regarding a child's progress is not a common mode of communication
for parents.
Question 2-c.

Table 13 shows the responses to question 2-c

which relates to parental attendance at teacher-parent conferences.
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TABLE 12
COMPARISON OP RESPONSES TO QUESTION 2-b ON THE KINDERGARTEN
QUESTIONNAIRE
Question 2-b:

With reference to your kindergarten child, how many times
during the past school year have you called the teacher
regarding your child's progress?

Experimental Group Parents
Number
Number
Percentage
of Calls
of Parents
of Parents
0
1
2
3
4
5
6
7
8

34
3
7
2
2

Control Group Parents
Number
Percentage
of Parents
of Parents

70.8
6.3
14.6
4.2
4.2

98
24
11
4
2
2

Mean phone calls per parent:
.65
Median phone calls per parent : .71

69.0
16.9
7.7
2.8
1.4
1.4

Mean phone calls per parent:
Median phone calls per parent:

TABLE 13
COMPARISON OP RESPONSES TO QUESTION 2-c ON THE KINDERGARTEN
QUESTIONNAIRE

Question 2-c :

With reference to your kindergarten child, how many times
during the past school year have you attended a regularly
scheduled teacher-parent conference?

Experimental Group Parents
Number of
Conferences
Number
Percentage
Attended
of Parents of Parents
0
1
2
3
4

2
2
37
4
2

Number
of Parents
7
8
106
16
5

4.3
4.3
78.7
8.5
4.3

Mean conferences for parents:
Median conferences
for parents:

Control Group Parents

2.04
2.03

Percentage
of Parents
4.9
5.6
74.6
11.3
3.5

Mean Conferences for Parents: 2.03
Median conferences
for parents:
2.03
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Question 2-d.

Table 14 shows the responses of parents for ques

tion 2-d which dealt with parents initiating a teacher-parent conference.
Ninety-three and eight-tenths percent of the experimental group parents
and 91.5 percent of the control group parents did not initiate a teacherparent conference.

Only three experimental group parents requested

teacher-parent conferences and only twelve control group parents
requested conferences.

The median number of conferences requested

C. 53 for the experimental group and .55 for the control group) indi
cates that this is not a common mode of communication from the parent
to the teacher.

TABLE 14
COMPARISON OE RESPONSES TO QUESTION 2-d ON THE KINDERGARTEN
QUESTIONNAIRE

Question 2-d:

With reference to your kindergarten child, how many times
during the past school year have you had a teacher-parent
conference at your request?

Experimental Group Parents
Number of
Conferences
Number
Percentage
Requested
of Parents
of Parents
0
1
2
3

45
1
2

93.8
2.0
4.2

Mean number of conferences
requested:
Median number of conferences
requested

Question 2-e.

.10
.53

Control Group Parents
Number
of Parents

Percentage
of Parents

130
6
3
3

91.5
4.2
2.1
2.1

Mean number of conferences
requested:
Median number of conferences
requested:

Table 15 shows the responses to question 2-e

which dealt with the number of times parents attended Parent-Teacher
Association (PTA) meetings.

In School District 742 there are four

•

15

•

55
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regularly scheduled PTA meetings.

One experimental group parent indi

cated attendance at five meetings.

This extra meeting may have been

in reference to a special or area council meeting which the parent
attended.

TABLE 15
COMPARISON OF RESPONSES TO QUESTION 2-e ON THE KINDERGARTEN
QUESTIONNAIRE

Question 2-e:

With reference to your kindergarten child, how many times
during the past school year have you attended al P.T.A.
meeting?

Experimental Group Parents
Number of
Meetings
Number
Percentage
Attended
of Parents
of Parents
0
1
2
3
4
5

12
11
16
4
4
1

Numb er
of Parents

Percentage
of Parents

50
24.6
10.6
9.2
5.6

71
35
15
13
8

25
22.9
33.3
8.3
8.3
2.1

Mean number of P.T.A. meetings
attended:
Median number of P.T.A. meetings
attended:

Control Group Parents

1.58
1.56

Mean number of P.T.A.
meetings attended:
Median number of P.T. A.
meetings attended:

.95
.50

The responses in Table 15 show that 25 percent of the experimen
tal group parents did not attend any PTA meetings during the 1973-74
school year compared to 50 percent of the control group parents.

Also,

56.2 percent of the experimental group parents attended one or two PTA
meetings compared to 35.2 percent of the control group.

If the experi

mental group parent who attended five meetings is included with the
parents responding to attendance at four meetings, it means that
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10.4 percent of the experimental group parents attended all of the PTA
meetings during the school year compared to 5.6 percent for the control
group.

The median number of meetings attended for the experimental

group was 1.56 compared to .50 for the control group.

Question 3
The preschool program stressed the importance of reading and
other educational activities done in the home between parents and
•children.

The purpose of questions 3 and 4 was to assess if parents

who were in the preschool program carried out these kinds of activ
ities with more frequency than did parents of the control group
(relates to research sub-question C-2).

Questions 3 and 4 dealt,

only with the frequency and amount of time spent with their children
and did not purport to place a value on the quality of the time par
ents spent with their children.
Table 16 shows the responses to question 3 which asked the
number of times per week parents read to or with their kindergarten
child.

One control group parent improperly responded to the question

-and this response was not included in the total.
The median number of times per week that experimental group
parents reported they read to their kindergarten child was 3.50 com
pared to 3.16 times per x^eek for control group parents.

The distribu

tion of frequencies reported was quite similar between the two groups
except for the five to six times category in which the percentage of
parents was two times as high as for the experimental group parents
(18.8 percent) compared to the control group parents (9.2 percent).
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TA3LE 16
COMPARISON OF RESPONSES TO QUESTION 3 ON THE KINDERGARTEN
QUESTIONNAIRE

Question ;
3:

Kow many times per week do you read to or with your
kindergarten child?
Control Group Parents

Experimental Group Parents
Number of
Times
Number
Percentage
Per Week
of Parents of Parents

0
1-2
3-4
5-6
More than
6 hours

2
13
18
9
6

Number
of Parents

6
47
53
13
22

4.2
27.1
37.5
18.8
12.5

Mean number of times read
to child weekly:
Median number of times read
to child weekly:

3.63
3.50

Percentage
of Parents

4.3
33.3
37.6
9.2
15.6

Mean number of times read
to child weekly :
Median number of times read
to child weekly :

3.44
3.16

Question 4
Table 17 shows the responses to question 4 which asked how much
time parents spend with their kindergarten child on educational activ
ities other than reading.

There was very little difference in the dis

tribution of responses for the two groups.

The median hours per week

spent in educational activities other than reading was 1.9 for experi
mental group parents and 2.0 for control group parents.

Question 5
The purpose of question 5 was to assess if children xjho had
been tn the preschool activity adjusted to school any differently
than children who were not in the preschool program (relates to
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TABLE 17
COMPARISON OF RESPONSES TO QUESTION 4 ON THE KINDERGARTEN
QUESTIONNAIRE

Question 4:

Approximately how much time per week do you spend with your
kindergartien child on educational activities other than
reading?

Experimental Group Parents
Hours
Per Week
Number of Percentage
with Child of Parents of Parents

Less than
an hour
1-2 hours
3-4 hours
5-6 hours
More than
6 hours

7
24
11
2
4

Control Group Parents
Number
of Parents

Percentage
of Parents

21
63
37
11
7

14.6
50.0
22.9
4.2
8.3

15.1
45.3
26.6
7.9
5.0

Mean hours per week spent
with child:
Median hours per week spent
with child:

1.9

research, sub-question C-3).

Table 18 shows the responses to the ques

2.48

Mean hours per week spent
vrith child:
Median hours per week spent
with child:

tion which asked parents to rate, iron 1 to 5 (1 indicating poor and
5 indicating excellent), the adjustment of their child to school.
None of the parents in either group felt their child had adjusted
poorly to school.

Only 2 percent of the experimental group parents

felt their child had only a fair adjustment to school compared to
4.9 percent for the control group parents.

Fifty percent of the

experimental group parents rated their child's adjustment to school
as excellent compared to 33.1 percent of the control group parents.
The median score adjustment for che experimental group, as rated by

2.44
2.0
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their parents, was 4.50 compared to a rating of 4.11 for control group
children by their parents.

TABLE 18
COMPARISON OF RESPONSES TO QUESTION 5 ON THE KINDERGARTEN
QUESTIONNAIRE

Question 5:

Please rate from 1-5 what you feel to be the adjustment of
your kindergarten child to school.

Experimental Group Parents
Parent Rating
Number
Percentage
of Adjustment of Parentsi of Parents

0 No opinion
1 Poor
Adjustment
2 Fair
Adjustment
3 Good
Adjustment
4 Very good
Adjustment
5 Excellent
Adj ustment

Control Group Parents
Percentage
Numb er
of Parents
of Parents

0

0

0

0

0

0

0

0

1

2.0

7

4.9

8

16.7

26

18.3

15

31.2

62

43.7

24

50.0

47

33.1

Mean score adjustment as rated
by parents:
Median score ;adjustment as rated
by parents:

4.35
4.50

Mean score adjustment as
rated by parents:
Median score adjustment
as rated by parents :

4.05
4.11

Question 6
The purpose of questions 6 and 7 was to assess parental atti
tudes toxjard the schools and toward school district policies (relates
to research sub-question C-4).
Table 19 shows the responses to question 6 which asked parents
to rate the quality of the schools in District 742.

One questionnaire

from each group was improperly answered and these responses \<?ere not
included in the total.
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TABLE 19
COMPARISON OF RESPONSES TO QUESTION 6 ON THE KINDERGARTEN
QUESTIONNAIRE

Question 6:

Please rata from 1-5 what you feel to be the quality of
the District 742 schools.

Experimental Group Parents
Parent
Rating
Number
Percentage
of Schools
of Parents of Parents

0
1
2
3
4
5

No Opinion
Very low
Low
Average
High
Vary high

0
0
1
9
17
20

Mean rating of schools by
parents:
Median rating of schools by
parents:

0
0
2.1
19.1
36.2
42.6

4.19
4.29

Control Group Parents
Number
of Parents

3
0
1
20
59
58

Percentage
of Parents

2.1
0
.7
14.2
41.8
41.1

Mean rating of schools
by parents:
Median rating of schools
by parents:

4.26
4.29

All of the experimental group parents who responded to the ques
tion marked an opinion compared to three control group parents who marked
no opinion.

Nineteen and one-tenth percent of the experimental group

parents rated the quality of the schools as average compared to 14.2 per
cent of the control group parents.

Thirty-six and two-tenths percent of

the experimental group parents rated the schools as very high in quality
compared to 41.8 percent for the control group parents.

The rating of

very high quality included 42.6 percent of the experimental group par
ents and 41.1 percent of the control group parents.

The median rating

by experimental group parents was 4.29 compared to 4.34 for control
group parents.
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Question 7
Table 20 shows the responses to question 7 which asked parents
their degree of agreement with administrative and curricular policies
of the school district.

Two of the experimental group parents and

three of the control group parents marked their response to this
question improperly and these responses were not included in the
total.
TABLE 20
COMPARISON OF RESPONSES TO QUESTION 7 ON TIIE KINDERGARTEN
QUESTIONNAIRE

Question 7:

On the basis of your knowledge of the school program of
District 742, are you in agreement with administrative
and curricular policies of the school district?

Experimental Group Parents
Parent
Rating
Number
Percentage
of Policies
of Parents of Parents
0 No opinion
1 Strongly
disagree
2 Disagree
3 Agree
4 Strongly
agree

Control Group Parents
Number
of Parents

Percentage
of Parents

3
0

6.5
0

14
1

10.1
.7

0
34
9

0
73.9
19.6

4
95
25

2.9
68.3
18.0

Mean parent rating of
policies:
Median parent rating of
policies:

3.0
3.1

Mean parent rating of
policies:
Median parent rating of
policies:

2.8
3.0

Six and five-tenths percent of the experimental group parents
and 10.1 percent of the control group parents marked no opinion as
their response to the question.

None of the experimental group par

ents responded strongly disagreed or disagreed with administrative
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and curricular policies of the district compared to 3.6 percent of the
control group parents who responded.

The two categories of agree and

agree strongly included 93.5 percent of the experimental group parents
compared to 76.3 percent of the control group parents.

The median par

ent rating of policies for the experimental group parents was 3.1 com
pared to 3.0 for the control group parents.

Summary
Chapter IV included an analysis of the data collected for the
study.

The analysis of co-variance for the experimental group did not

show a significant relationship betx^een the independent variables and
the STAR test results, meaning that null hypothesis A-l was not rejected
The analysis of variance for the experimental group on the Wis
consin Design data resulted in a significantly higher, at alpha .05,
number of reading skills achieved for females than for males.

There

was also a significant difference, at alpha .01, in the mean number
of reading skills achieved for the interaction of the sex and father '
involvement variables.

Multiple comparisons for the interaction of

sex and father involvement showed that males whose fathers were
involved achieved significantly more skills on the Wisconsin Design,
than males whose fathers x^ere not involved.
nificantly more skills than males.

Females achieved sig

However, x^hen males xHiose fathers

Xirere involved were compared with females whose fathers x^ere not
involved there x^as no significant difference in the number of skills
achieved.

As a result, the part of null hypothesis A-2 which dealt

with there being no significant difference betxxreen sex and the inter
action of sex and father involvement was rejected.
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The analysis of co-variance for the experimental group and the
control group did not show any significant differences on the STAR as
a result of the experimental treatment.
esis B-l was not rejected.

This meant that null hypoth

The analysis of variance for the experi

mental and the control group did not show any significant differences
on the Wisconsin Design as a result of the experimental treatment.
This meant that null hypothesis B-2 was not rejected.
The data from question 1 of the Kindergarten Questionnaire
showed that of the returned questionnaires, 33 percent of the experi
mental group and 30 percent of the control group were from families
where the children were first siblings.

These percentages are very

similar to the total sample studied, i.e., 32 percent of the experi
mental group and 32 percent of the control group were first siblings.
It was reported that sibling placement may affect the amount of
parent-child interaction.

The close relationship between the total

sample and the returned questionnaires for the first sibling variable
added credence to the responses.
Regarding parental involvement in the schools, responses to
some parts of question 2 such as visits to classrooms, calls to teach
ers, and attendance at teacher-parent conferences seemed to indicate
little difference between the two groups.

However, PTA attendance

for the experimental group parents was greater than for control group
parents (75 percent of experimental group parents attended compared
to 50 percent of control group parents).
Responses to question 3 showed that parents of children in the
experimental group read slightly more often with their children than
control group parents.

However, the responses to question 4 showed
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very little difference between the two groups in the time spent with
their children on other educational activities.
Responses to question 5 showed that 50 percent of the experi
mental group parents perceived their children as having made an excel
lent adjustment to kindergarten compared to 33 percent of the control
group parents.

None of the parents in either group listed a "no

opinion" response on the kindergarten adjustment of their child and
none of them perceived their child as adjusting poorly.
Responses to questions 6 and 7 showed very little difference
between the two groups in their rating of the quality of the schools
or in their degree of agreement with administrative and curricular
policies.
The only significant differences tested for were on the Wis
consin Design for the experimental group (Part A).
1.

They were:

Females achieved significantly more skills on the Wiscon

sin Design, at alpha .05, than males.
2.

Males whose fathers were involved in the preschool program

achieved significantly more skills on the Wisconsin design, at alpha .05,
than males whose fathers were not involved.
3.

Females whose fathers were not involved achieved signifi

cantly more skills on the Wisconsin Design, at alpha .01, than males
whose fathers were not involved.
4.

Females whose fathers were not involved achieved signifi

cantly more skills on the Wisconsin Design, at alpha .05, than females
whose fathers were involved.

(It should be noted that there were only

three females whose fathers were involved and they all had low achieve
ment on the Wisconsin Design).
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The only responses on the Kindergarten Questionnaire which
showed appreciable differences were:
1.

Seventy-five percent of the experimental group parents

responding attended one Parent-Teacher Association meeting or more
compared to 50 percent of control group parents who responded (median
number of PTA meetings attended was 1.56 for experimental group par
ents compared to .50 for control group parents).
2.

Fifty percent of the experimental group parents respond

ing perceived their children as having made an excellent adjustment
to kindergarten compared to 33 percent of the control group parents
who responded (median score adjustment for the experimental group,
as rated by their parents, was 4.50 compared to 4.11 for the control
group, as rated by their parents).

CHAPTER V

CONCLUSIONS, RECOMMENDATIONS, SUMMARY

Conclusions

The follox^ing conclusions are based upon the analysis of the
data collected.
Part A.

They are divided into three parts:
These conclusions deal x?ith the analysis of data col

lected on the STAR and Wisconsin Design for the experimental group.
Part B.

These conclusions deal xtfith the comparison of the

experimental and control group for data collected on the STAR and
Wisconsin Design.
Part C.

These conclusions deal x^/ith the comparison of the

experimental and control group parents for data collected on the
Kindergarten Questionnaire.

Conclusions from the Experimental
Group Data Analysis (Part A)
A-l.

There is no significant relationship betx^een sex, socio

economic status, first sibling, father involvement, length of time in
the program and the acquisition of pre-reading skills for the children
in the experimental program as tested by the STAR.
Conclusion number A-l, based upon the non-rejection of null
hypothesis A-2, is supported by the analysis of co-variance data xfhich
was shown in Table 1.

It showed that none of the independent variables

or their interactions were significantly different.
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The mean scores
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for the STAR, shoxra in Table 2, indicated considerable gains for the
variables from pre- to post-testing.

However, when means were adjusted

for original differences which existed, there were no significant dif
ferences in the means.
A-2.

There is no significant relationship between SES, first

sibling, and length of time in the program and the number of prereading skills achieved for the experimental group as measured by the
Wisconsin Design.

There is a significant relationship between sex

and the interaction of sex and father involvement and the number of
pre-reading skills achieved for the experimental group as measured by
the Wisconsin Design.
Conclusion number A-2 is based upon the rejection, in part,
and non-rejection, in part, of null hypothesis A-2.

Evidence to sup

port conclusion A-2 was shown in the analysis of variance data in
Table 3.

It showed no significant differences in reading skills

achieved for the variables of SES, first sibling, father involvement,
or length of time in the program.

Table 3 did show that the variance

for sex, which resulted in an F ratio of 7.46, was significant at
alpha .05.

Also, the variance for the interaction of sex and father

involvement, which resulted in an F ratio of 9.54, was significant at
alpha .01.
The reader is cautioned regarding the interpretation of the
significant difference for sex on the Wisconsin Design.

The analysis

of variance showed that for females the mean reading skills achieved
of 8.76 \tfas significantly higher than the mean of 7.29 for males.
However, the analysis of variance does not take into account the
differences between males and females which may have existed prior
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to participation in the preschool program.

A number of studies do, in

fact, suggest that girls acquire verbal and reading skills more readily
than boys (Moss, 1967; Bentzen, 1963; Good and Brophy, 1971; and
Reilly, 1971).

The difference in reading skills achieved, therefore,

may be the result of the differences of sex itself rather than the
effectiveness of the preschool program for girls.

The significant

differences caused by the interaction of sex and father involvement,
however, leads to conclusion A-3.
A-3.

The involvement of fathers in the experimental preschool

program is an aid to boys in the acquisition of pre-reading skills.
Conclusion A-3 is supported by the multiple comparison of
means data xtfhich was shown in Table 5.

The comparison showed that

boys whose fathers were involved in the preschool program achieved
significantly more pre-reading skills on the Wisconsin Design, at
alpha .05, than boys whose fathers were not involved.

Also, a com

parison of father-involved males with non-father-involved females,
which included all but three females, did not show a significant dif
ference.

The difference in mean skills achieved for these two groups

was only .29 higher for the girls.

This means that males may be able

to acquire reading skills as rapidly as females if their fathers are
involved in the program.

Conclusions from the Experimental
and Control Group Data Analysis
(Part B)
B-l.

There is no significant relationship between the experi

mental and control group and the acquisition of pre-reading skills as
measured by the STAR.
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Conclusion B-l is based upon the non-rejection of null hypoth
esis B-l and is supported by the analysis of co-variance data shown in
Table 6.

The data showed that there is no significant difference for

treatment or the interaction of treatment and sex, SES, and first
sibling.
B-2.

There is no significant relationship between the experi

mental and control group and the acquisition of pre-reading skills
achieved on the Wisconsin Design.
Conclusion B-2 is based upon the non-rejection of null hypoth
esis B-2 and is supported by the analysis of variance data shown in
Table 8.

The data showed that there is no significant difference in

skills achieved as a result of the treatment.

Further, the interac

tion of treatment with sex, SES, and first sibling did not show a
significant difference.

Conclusions from the Kindergarten
Questionnaire Data Analysis (Part C)
C-l.

Experimental group parents did not become more involved

in the kindergarten activities of their children than the experimental
group parents.
Conclusion number C-l relates to research sub-question C-l and
is supported by the data collected from question 2 of the Kindergarten
Questionnaire.

Responses to part "a" (Table 11) of question 2 showed

a median difference in the number of school visits between the two
groups of only .02.

While 2.9 percent more parents of the experimen

tal group parents visited their child's classroom than control group
parents, there seems to be little other differences in that aspect of
involvement between the two groups.
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Responses to part "b" of question 2 (Table 12) showed that
approximately 70 percent of both groups of parents did not make any
phone calls to kindergarten teachers.

The median phone calls for

experimental group parents was .71 and for control group parents .72.
It is apparent that this is not a normal mode for parents to communi
cate with kindergarten teachers and that the preschool program did
not alter parents' behavior in that respect.
Responses to part "c" of question 2 (Table 13) showed that
both groups of parents attended teacher-parent conferences with a
high degree of regularity.

Ninety-one and four tenths percent of

the experimental group parents and 89.5 percent of the control group
parents attended at least two teacher-parent conferences.
number of conferences per parent for both groups was 2.03.

The median
Since

attendance at these conferences is at such a high percentage, it
would seem difficult to increase it.

Surely, some of the approxi

mately 5 percent who did not attend had conflicts which could not
be overcome and some of the parents would not attend regardless of
the effort of the school.

Such a high attendance at these confer

ences seems to the writer to be a remarkable achievement for parents
and the elementary school staff.

It is also apparent that the pre

school activity has not affected attendance at these meetings.
Responses to part "d" of question 2 (Table 14) showed that
93.5 percent of the experimental group parents and 91.5 percent of
the control group parents did not initiate a teacher-parent confer
ence.

It is the opinion of the writer that the high attendance at

the regularly scheduled teacher-parent conferences (question 2-c)
makes it unnecessary for parents to have additional face-to-face
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meetings with teachers.

It appears that the preschool program did not

affect this aspect of parental involvement.
Responses to part "e" of question 2 (Table 15) showed that only
half of the control group parents attended a PTA meeting during the
school year compared to 75 percent of the experimental group parents.
The median number of PTA meetings attended for experimental group par
ents was 1.56 compared to .50 for control group parents.

For this

aspect of parental involvement the preschool program seems to have
had a positive effect.

Of all questions asked, however, it is the

only one where parents responding indicated greater involvement.
C-2.

Experimental group parents did not spend more time with

their kindergarten child in educationally related activities than par
ents who were not in the preschool program.
Conclusion number C-2 relates to research sub-question C-2 and
is supported by responses to questions 3 and 4 on the Kindergarten
Questionnaire.

Responses to question 3 (Table 16) showed that half of

the experimental group parents read to or with their kindergarten child
3.50 times per week or less compared to 3.16 times per week or less for
the control group parents.

This difference in favor of the experimen

tal group parents may have been a result of the importance which the
preschool staff members placed on reading.

It Is the opinion of the

writer that the difference is not great enough to support a stance that
the preschool activity resulted in parents reading to their children
more than other parents.

The difference in responses to question 3 is,

however, open to question.
The responses to question 4 (Table 17) showed very little dif
ference between the two groups in the amount of time parents spent in
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educationally related activities with their kindergarten child.

The

median hours per week spent for experimental group parents x<;as 1.9
compared to 2.0 hours per week for control group parents.
C-3.

A greater percentage of experimental group parents per

ceived their kindergarten child as having better school adjustment
when compared to control group parents judging their child's school
adjustment.
Conclusion nvunber C-3 relates to research sub-question C-3
and is supported by the responses to question 5 (Table 18) on the.
Kindergarten Questionnaire.

Only 2 percent of the experimental

group parents perceived their kindergarten child as having a fair
adjustment to school compared to 4.9 percent of the control group
parents.

Fifty percent of the experimental group parents perceived

their kindergarten child as having an excellent adjustment to school
compared to 33.1 percent of the control group parents.

The median

score of adjustment rated by experimental group parents x^as 4.50
compared to 4.11 by control group parents.
It is difficult to draw a conclusion regarding school adjust
ment of a child based solely on parents' perception of adjustment.
However, the fact that 17 percent more experimental group parents
than control group parents perceived excellent adjustment for their
kindergarten child is a strong indication that children x^ho x^ere in
the preschool program had a better adjustment to school than children
who were in the control group.

The experiences of handling books,

simulating lessons, answering and asking questions, and spending time
in a classroom when parents visited the preschool center may have
helped to improve school adjustment.
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C-A.

Experimental group parents do not support the schools to

any greater degree than parents who were not in the preschool program.
Conclusion number C-A relates to research sub-question C-A and
is supported by the responses to questions 6 (Table 19) and 7 (Table 20)
on the Kindergarten Questionnaire.

The median rating of the quality of

schools by experimental group and control group parents was A.29 indi
cating that both groups of parents had a comparable assessment of school
quality.

Regarding the degree of agreement with administrative and cur

ricular policies, experimental group parents had a slightly higher per
centage in the agree and strongly agree categories.

However, the median

for experimental group parents was only .1 higher (3.1 compared to 3.0)
than control group parents.
Support for public schools is difficult to assess.

It could be

argued that parents feel schools are high in quality but may still not
support the schools for reasons such as poor public relations, the way
schools are run, high taxes, or other issues and concerns.

However,

the apparent congruence in responses between the quality of schools
(question 6) and the agreement with administrative and curricular
policies (question 7) lends credence to the position that the combina
tion of questions 6 and 7 is a measure of parental support of schools.
The high rating of responses regarding school quality and agree
ment with school policies by both groups of parents may reflect the
general community support for schools in District 7A2.

Evidence to

support this is that a school bond issue has never been defeated in
the district.

In light of such strong community support it may be

unrealistic to expect additional support by parents who participated
in the preschool program.
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Limitations of the Study
The opinion of the writer is that the analysis of the data col
lected supports the nine conclusions reached.

There were, however,

limitations of the study which the reader must consider.
A limitation of the STAR testing was that age norms were extra
polated for approximately 24 percent of the experimental group and 28
percent of the control group.

This was necessary because those per

centages of the children who were administered the post-test were too
old for the existing norms.

It is not possible to determine what

effect, if any, this irregularity in the STAR testing had on the
final results.
An additional limitation of this study was that short range
effects of reading readiness activities and parental involvement were
tested when, in the opinion of the writer, the objectives of the
experimental preschool program are long range, i.e., designed to have
an effect over a period of several years.

The writer will address

this issue in the recommendations section of this chapter.

Recommendations
The following recommendations are based upon the writer's
interpretation of the literature reviewed and analysis of the data
collected.
1.

Additional research should be done on the program studied.

Suggestions for additional research follow:
A.

Children and parents who xmre in the sample for this

study should be followed up longitudinally through grade
six in a further attempt to determine:
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(1) If there are any differences in reading achievement for
the two groups
(2) If there are any differences in the pattern of childparent interactions and parental involvement in the schools
for the two groups
(3) If the advantage of males xizhose fathers were involved,
as tested on the Wisconsin Design, continues through the
elementary grades.
B.

Parental benefits of the experimental program which were

not considered in this study should be investigated.

Compari

son of the experimental and control group parents should be
in the areas o f :
(1) The degree of parental understanding of child devel
opment
(2) The degree of parent-child conflict relating to school
learning
(3) The degree of stress and tension of parenthood
(4) The degree of parent-child interaction with younger
siblings
Part A of this recommendation is based on the need to determine
if there are any long-range effects of the preschool program.

To

become a reader a child goes through a long and sequential process
which begins before the entrance to school and continues at least
through the elementary grades.

A study of the effects of a reading

readiness program xjould, then, reasonably cover a period of several
years.

It Is also desirable to lcnow if there are any long-range

effects relating to parental involvement for participating parents.
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Part B of this recommendation is baaed on the need to determine
if there are favorable effects of the program which are not being consid
ered.

The program includes parental instruction in child development

and a great deal of parent-child interaction.

Family relationships may

well have a positive effect on school achievement (Christopher, 1967,
and Schiff, 1963).

It is important to know if the preschool experience

affects long-range family interaction.
2.

Independent School District 742 should consider lengthening

the program for all children and parents until the children complete
grade one.
This recommendation is based on the need to extend programs of
this nature for a longer duration than the three to eight months of
the program under study.

Support for this opinion is given by other

writers (White and Watts, 1973; Pierson, 1974) who felt that to be
effective such programs should cover a period of five years or more.
While recommendation 2 would not provide for a five-year program, it
would allow the activities to be spread over three years— one year
each of preschool, kindergarten, and grade one.
A concomitant of this recommendation is that the program should
be less intense for parents and children.

After the initial orienta

tion and interaction in the preschool phase, activities and parent con
tacts should become monthly or semi-monthly, not weekly as they gen
erally are currently.

An effect of the current practice may be to

"burn out" parents so as to discourage them from participating over
a long period of time.
3.

Independent School District 742 should consider having a

random sample of children and parents, commencing with the 1974-75
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participants, continue with the activities until that group of children
completes grade six.

This would require adding one sample of partici

pants per year for seven years.

At the end of that time there would be

a sample of children and parents in each grade from kindergarten through
grade six.

A yearly monitoring of student progress and parental bene

fits should be determined for each sample over the seven year period.
This recommendation xcrould provide data on the effects of a
long-range program of parental involvement without the burdensome
financial commitment required of large numbers of participants.

This

follow-through program would also help the school district to make a
comparison of benefits related to cost for the short-term program cur
rently operating (related to the follow-up procedures of recommendation
1) for a longer term program with full participation (related to recom
mendation 2) and for a long-range program with the sample suggested in
recommendation 3.
Many writers previously cited have recommended that parental
involvement has the potential to help children become better educated
and to provide assistance for parenthood.

Before a school district

makes such, a heavy commitment for parental involvement, it must be
known what, if any, combination of length of program and types of
activities produces results.

This recommendation should provide data

which will help determine this.
4.

A thorough survey of the educational needs of preschool

children in the community should be done.
A.

This would include:

An identification of low-achieving children currently

enrolled in schools.

The reason for this would be to

determine if they have preschool siblings who could be
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served and to analyze family dynamics which may contrib
ute to low achievement.
B.

An identification of family teaching strategies.

The

reason for this xrould be to determine if the preschool and
school teaching strategies are compatible with childrearing practices in the home.
C.

An identification of printed materials in the homes of

the community.

The reason for this is that access to

printed materials in early childhood seems to benefit
children during the early learning-to-read years.
This recommendation is based on the necessity of having educa
tional programs meet the needs of people in the community.

It is also

suggested that program personnel should seek out families identified
in the survey as having potential learning difficulties in school.
Parents who provide enriched experiences for their children have less
need for the services of preschool programs than parents who do not
provide in that way for their children.

This position was supported

by Olmsted and Jester (1972).
5.

Additional research should be done on a national level and

made available to school districts when considering programs of this
nature.

Such research might lead to the following courses of action:
A.

Suggestions for objectives, activities and materials

to be used.
B.

The development of more appropriate measuring devices.

C.

A determination of why some children learn to read

quickly and others do not, e.g.:
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(1) What are the best methods of providing reading
readiness for children reared in different environ
ments?
(2) Is father involvement a significant factor in
reading readiness for males and/or females?
This recommendation is based on the writer’s experiences with
the research for this study.

The program under study appeared to have

been excellently implemented by a very competent staff.

However, the

lack of significant differences in post-testing for the two groups
raises questions relating to:

(1) whether or not the population

served needed the help received, (2) if the duration of the program
was long enough, and (3) if appropriate expectations were tested.
Appropriate research disseminated to school districts anticipating
such programs could result in programs which more closely meet the
needs of clientele served.

It may also enable researchers to iden

tify benefits which are being overlooked.
Additional support for this recommendation is based on the
review of the literature which showed incongruence in research.

Some

researchers felt programs should cover several years (White and Watts,
1973; Pierson, 1974).

Others felt programs should begin at the birth

of the child (White, reported by Pines, 1973).

In contrast, Moore and

Moore (1973) and Ames (1973) were opposed to early education programs
because they do not having lasting results and they may harm the child
Also, Butler (1971) reported chaotic research practices in early child
hood education programs.

Considering the importance of the efforts

being made to provide learning readiness for children, a nation-wide
coordinated effort of research may be helpful.
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Summary
The purpose of this study was to evaluate the efficacy of a
school district training parents to teach pre-reading skills to their
four-year-old children through home-based learning activities.

Chap

ter I included a brief description of the program studied, definition
of terms used, and research questions and hypotheses.
In Chapter II the writer reviewed literature which included a
brief historical perspective of parental involvement.

There were also

sections on efforts of parental involvement in the United States from
the 1930s to the present time.

Research relating to the effects of

parental involvement was also reviewed.

In order to parallel the

study, research relating to learning differences for SES levels, sex,
and first-born children was reported.
Chapter III, Methodology, included a description of the sample
and the instruments used to collect data for the study.

The instru

ments were the STAR, Wisconsin Design Record Form, and the Kindergarten
Questionnaire.
Chapter III also included a description of the method of analy
sis which, was done in three parts:
1.

Experimental group data analysis (Part A ) , which compared

results for that group on the STAR and Wisconsin Design.
2.

Experimental group and control group data analysis (Part

B), which compared STAR and Wisconsin Design results for the two
groups.
3.

Experimental and control group data (Part C), which com

pared responses from parents of the two groups on the Kindergarten
Questionnaire.
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Analysis of the data was presented in Chapter IV.

On the basis

of the data the following x^as determined:
1.

Null hypothesis A-l which stated that there is no signifi

cant relationship between the independent variables of sex, socio
economic status, first sibling, father involvement, length of time in
the program, and their interactions, and the test results on the STAR
for the experimental group was not rejected.
2.

Null hypothesis A-2 which stated that there is no signifi

cant relationship between the independent variables of sex, socio
economic status, first sibling, length of time in the program, and
their interactions, and the number of reading skills achieved as shown
on the Wisconsin Design Record Porm for the experimental group was in
part rejected and in part not rejected.

Data, in Table 5, showed that:

(a) females acquired significantly more skills on the Wisconsin Design
than males, (b) males whose fathers were involved achieved signifi
cantly more skills than males whose fathers were not involved, and
(c) females whose fathers were not involved achieved significantly
more skills than females whose fathers were involved (there x^ere only
three females whose fathers were involved).

Also, when the variable

of father involvement was added to males and compared to females with
out father involvement, the group with the most skills achieved, there
was no significant difference.

This means that males may be able to

acquire reading skills as quickly as females if their fathers are
involved in the program.
3.

Null hypothesis B-l which stated that there is no signifi

cant relationship between the experimental and control group for the
independent variables of sex, socioeconomic status, first sibling,
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and their interactions, and the test results on the STAR was not
rejected.
4.

Null hypothesis B-2 which stated that there is no signifi

cant relationship between the experimental and control group for the
independent variables of sex, socioeconomic status, first sibling, and
their interactions, and reading skills achieved as shown on the Wis
consin Design Record Form x-ras not rejected.
Analysis of differences in responses between the two groups of
parents on the Kindergarten Questionnaire was also presented in Chap
ter IV.

The data showed that:
1.

There xv'ere only small differences in responses of parents

relating to:
A.

Visits to classrooms (the median visits for experimen

tal group parents \<?as 2.88 compared to 2.90 for control
group parents).
B.

Calls to teachers (the median calls for experimental

group parents was .71 compared to .72 for control group
parents).
C.

Attendance at teacher-parent conferences (the median

number of conferences attended for each group of parents
was 2.03).
D.

Parent-initiated teacher-parent conferences (the

median number requested by experimental group parents
was .53 compared to .55 for control group parents).
2.

There was a considerable difference in Parent-Teacher Asso

ciation attendance for the two groups of responding parents (the median
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number of PTA meetings attended for experimental group parents was 1.56
compared to .50 for control group parents).
3.

There was a difference in the number of times per week the

two groups of responding parents read to their children (the median
number of times experimental group parents read to their children was
3.50 compared to 3.16 for control group parents).
A.

There was very little difference in the number of times

per week the two groups of responding parents spent with their chil
dren on educational activities other than reading (the median number
of hours per week experimental group parents spent with their chil
dren was 1.9 compared to 2.0 for control group parents).
5.

There was a difference in the perception of kindergarten

adjustment as rated by the two groups of responding parents (the
median score adjustment as rated by experimental group parents was
A.5 0 compared to A . 11 by control group parents).
6.

There was no difference in the rating of the quality of

schools for the two groups of responding parents (the median rating
by experimental and control group parents was A . 2 9 ) .

7.

There was very little difference in the degree of agree

ment with administrative and curricular policies for the two groups
of responding parents (the median rating of agreement by experimental
group parents was 3.1 compared to 3.0 by control group parents).
The conclusions and recommendations were presented in Chap
ter V.

Conclusions for Part A
1.

There were no significant differences within the experi

mental group as tested for on the STAR.
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2.

There was no significant relationship between SES, first

sibling, and length of time in the program and the number of prereading skills achieved as measured by the Wisconsin Design, but there
was a significant difference in reading skills achieved for sex and
for the interaction of sex and father involvement.
3.

The involvement of fathers in the experimental preschool

program is an aid to males in the acquisition of pre-reading skills
and further, involving fathers with males in such programs may enable
them to achieve pre-reading skills as rapidly as females.

Conclusions for Part B
1.

Thera was no significant difference between the experi

mental and control group as tested for on the STAR.
2.

There was no significant difference between the experi

mental and control group as tested for on the Wisconsin Design.

Conclusions for Part C
1.

Experimental group parents did not become more involved in

the kindergarten activities of their child than control group parents.
2.

Experimental group parents did not spend more time with

their kindergarten child in educationally related activities than
control group parents.
3.

Experimental group parents perceived their kindergarten

child as having somewhat better school adjustment when compared to
control group parents judging their child's school adjustment.
4.

Experimental group parents did not support the schools

to any greater degree than control group parents.
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Recommendations
1.

Additional research should be done on the sample studied.

2.

The program should be extended to include participation

through grade one.
3.

The program should be continued for a random sample of

children and parents until the children complete grade six.
4.

A thorough needs assessment should be made in the commu

5.

A greater attempt should be made to coordinate research

nity.

nationally.
As a result of this study the writer concludes that preschool
programs with parental involvement have potential to facilitate
ing for young children.

(earn

The program's uniqueness is that it formally

utilizes the parent to help children develop in the early formative
years.

Limited data indicate that school districts should be encour

aged to continue these programs, despite the lack of conclusive sup
portive evidence.
limited.

Knowledge of effective parental involvement is

Only continued research and investigation will help deter

mine if these types of educational programs are of significant value.
To discontinue the present efforts will only delay essential knowledge
of parenting and its relation to learning.

APPENDIX A
DESCRIPTION OF THE EXPERIMENTAL PRESCHOOL PROGRAM
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I.
II.
III.

IV.

Family Oriented Structured Preschool Activity
Independent School District 742, St. Cloud, Minnesota 56301
GOALS
A.

To enhance the development of the preschool child through
structured learning activities vended by the parent.

B.

To assist the parent in the selection and management of
structured activities for the child.

C.

To develop a management and support system with capability
to enlarge, improve, and monitor A and B at an economically
reasonable rate.

D.

To coordinate and assist to develop a community preschool
program through inter-agency alignment.

PROJECT ACTIVITY
The project is basically a structured, family, home-oriented
activity for the preschool child, literally, an extension of the
classroom into the home.

Components of the project provide sup

port and relevant preparation to the parent with options that
will most effectively meet the individual needs of the child in
his milieu.
A.

These components are:

A core preschool learning center which will provide:
1.

a tx^o-week— 2 hours per day orientation and assess
ment for both parent and child

2.

subsequent 2 hours per week for child and parent to
support and supplement family activities

3.

a training station where project director and profes
sional staff can field-test concepts, materials and
activities, and develop personnel for differentiated
staffing of this project.

B.

Pre and in-service training and individual consultation
contingent on the competencies and needs of the parent and
child.

C.

Units or modules which will support and guide the parent in
a family-oriented structured educational experience for the
pre-school child to develop specific competencies.
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D.

An itinerant learning coordinator to provide a compensatory
type of service to meet the needs of those families who
require extra support.

E.

A lending educational media center of "processed" materials,
(materials xvith accompanying instructions for parents) devel
oped and tested in the learning center.

F.

A comprehensive communication system with all project par
ticipants utilizing television (W.J.O.N. Cablevision and
pending U.H.F. Channel 25) and the more traditional bi
weekly newsletter, demonstrations, meetings, etc.

G.

An inter-agency community council for coordination, direction,
and leadership.
,

Four professionals, six para-professionals, six aides, and eight volun
teers will service 240 preschool children and their families.
staff will utilize and be. supported by:

This

(a) District #742 professional

specialists and personnel and, (b) community resources available to the
project which are:
1.

The teacher training department of:
a.
b.
c.
d.

St. John’s University
St. Cloud State College
College of St. Benedict's
Grey Campus Laboratory School

2.

Cooperating public and parochial school systems

3.

An established inter-agency committee with a commitment
to cooperation, coordination, and delineation of functions

4.

Material production center facilities and expertise

5.

Video-tape recording hardware, expertise and studios

6.

District #742 cablevision Channel 2 and pending U.H.F.
Channel 25

7.

Evaluation and Research Department with district com
puter support

Action research over a four year period culminating in this project
included extensive involvement with parents in both the public and
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parochial schools, project committees representing the two systems, and
a series of small pilot project involving parents and preschool young
sters.

These activities and a review of the literature suggested the

need for a structured, family-oriented, homebased learning experience
for preschool four year olds, which x^ill produce an improved student
profile and a more positive growth pattern.

APPENDIX B
OUTLINE OP HIE PRESCHOOL ACTIVITY KITS
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OUTLINE OF ACTIVITY KITS
I.

BODY IMAGE
A.

Whole Body Awareness
1.

WHO I AM (General Awareness)
Objective:

To focus upon "Who I Am."

All the activities in the kit x^ill be directly related to
your child and the theme "Who I Am." The activities include
(a) a pretend telephone conversation, (b) making stick pup
pets of family members, (c) a discussion about previous
events in your child's life and (d) making fingerprints
to look at and talk about.
Materials: Book: Who Are You?, popsicle sticks, ink pad,
magnifying glass
2.

WHAT I DO (General Awareness)
Objective:

To focus upon "What I Do."

All the activities in this kit will be directly related to
your child and the theme "What I Do." You will: (a) point
out things your child does in a day, (b) discuss the five
senses, (c) read A Hole is to Dig, (d) pantomime daily
activities, and (e) make a book about your child.
Materials:

3.

Books: A Hole is to Dig, Do Baby Bears Sit on
Chairs

BODY PARTS - IDENTIFICATION (Specific Skills)
Objective:

To locate, identify, and name body parts

In these activities your child will name and locate body
parts with emphasis on the parts not previously known. To
do this your child will:
(a) point to parts of the body on
self and others, (b) identify body parts on a paper drawing,
(c) act out verses that locate specific body parts, and (d)
identify his/her body parts with eyes closed.
Materials:

4.

None

BODY PARTS - FUNCTION (Specific Skills)
Objective:

To identify and explain the function of some
body parts.

115
The activities in this kit are about some functions of the
body. You will be asking your child to:
(a) follow direc
tions in which he/she must use the body (close your eyes,
clap your hands,) (b) explain what different body parts can
do, (c) relate specific body parts to objects (hand goes
with gloves) and (d) introduce the names of some internal
organs and their functions.

5.

Materials:

none

LATERALITY

(General Awareness)

Objective:

To locate and identify the two sides of the body.

In this kit your child will be learning that the body has
two sides. To do this, your child will:
(a) locate and
identify pairs of body parts (noting that some parts are not
paired), (b) demonstrate how body parts work together, and
(c) use articles of clothing to identify and match them to
the two sides of one's body.
Materials:
6.

none

LEFT AMD RIGHT (Specific Skill)
Objective:

To distinguish between the right and left sides
of the body.

These activities are designed to give your child a begin
ning understanding of the concept left and right. Your
child will:
(a) observe the differences in the physical
appearance of his/her right and left hands and feet, (b)
identify and move right and left body parts while acting
out a poem and playing a game, and (c) move in left/right
direction using puppets.
Materials:
B.

none

Spatial Relationships
1.

USING SELF (General Awareness)
Objective:

To move one's body in his/her environment.

These activities include many things to do in which your
child will move his/her body in a specified way in relation
to things around him/her (crawl under, step over, go
between). This will be done by (a) listening to Bears in
the Night, (b) using a checklist of spatial relationship
words, (c) going on a toy hunt, (d) following directions,
and (e) verbalising the position of objects.
Materials:

Book:

Bears in the Night
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2.

USING OBJECTS (Specific Skill)
Objective:

To observe and identify objects in relation to
their position to other objects.

Your child will be asked to place objects in specified
locations in relation to other objects (placing on object
above, under, over another object). To do this your child
will (a) move an object in relation to another object, (b)
verbalize the activity, and (c) place the characters from
the story The Three Little Pigs above, below, inside, etc.
a house as the story is told.
Materials:
3.

Book:

The Three Little Pigs

USING PICTURES (Specific Skill)
Objective:

To observe and identify spatial relationships
between one object and another as shown in
pictures

All the activities in this kit will involve observing the
position of one object in relation to another as shown in
pictures. Your child will identify the partial spatial
relationship he/she sees by:
(a) placing marks on pictures
according to directions (mark a line above the cup), (b)
sorting picture cards by the spatial relationship repre
sented, and (c) locating various picture objects by follow
ing directions (find the picture under the cat).
Materials:

II.

spatial relationship cards, Inside, Outside,
Upside down

AUDITORY
A.

INSIDE SOUNDS (General Awareness)
Objective:

To identify sounds heard outdoors

In this kit you and your child will listen to sounds found in
your home. You will:
(a) go through the house to beconv .rare
of the sounds that are already present, (b) produce sound* made
by household items, (c) play a guessing game to identify sounds,
(d) and identify pictures of objects that represent sounds made
in your home.
Materials:
B.

Book:

The Indoor Noisy Book

OUTSIDE SOUNDS (General Awareness)
Objective:

To identify sounds heard outdoors.
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The activities your child will be doing are:
(a) identifying
sounds heard outside, (b) producing sounds outside and (c) com
paring and contrasting sounds made outdoors and indoors, (d)
reading The Listening Walk.
Materials:
C.

Book:

The Listening Walk, Magazine

VOICES (General Awareness)
Objective:

To distinguish among some qualities of voice sounds

These activities include listening to and identifying voices.
To do this your child will (a) listen to The Teeny Tiny Woman
with you, (b) identify family members by listening to their
voices, (b) listen to the story of The Three Bears, (d) identify
male and female voices heard on television and (e) experience
using his/her voice to express feelings.
Materials:
D.

Book:

The Teeny, Tiny Woman

QUALITIES OF SOUND
1.

LOUD AND SOFT (Specific Skill)
Objective:

To distinguish between, identify and produce
loud and soft sounds

In these activities your child 'will be listening to loud
and soft sounds by:
(a) changing the volume on television,
radio and/or stereo, (b) hearing different voice sounds in a
poem and the story of The Three Billy Goats Gruff, and (c)
identifying the loudness or softness of the sound made by an
object when it is dropped on different surfaces.
Materials:
2.

Book:

The Three Billy Goats Gruff

PITCH (Specific Skill)
Objective:

To distinguish between, identify and match non
vocal sounds

These activities emphasize non-vocal sounds. Your child
will (a) listen to the different sounds made by a balloon,
(b) identify and match sounds made by objects hidden in con
tainers, (c) identify objects by the sounds they make when
dropped and (d) make homemade instruments.
Materials:
E.

5 balloons, 5 plastic drinking straws

FOCUS/FIELD (General Awareness)
Objective:

To focus on one specific sound when other sounds are
occurring at the same time.
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The activities in this kit are:
(a) listening to the story
Too Much Noise, (b) listening for recurring sounds, (c) listen
ing for one sound among many in several environments, and (d)
using pictures identifj’-ing the source of a sound.
Materials:
F.

Book:

Too Much Noise

AUDITORY SEQUENTIAL MEMORY
1.

FOLLOWING DIRECTIONS (Specific Skill)
Objective:

To follow two and three step directions in a
specific order.

These activities include listening to and following a
sequence of directions. To do this, your child will (a)
play games that involve following directions in order,
(b) mark pictures in order, and (c) remove items from a
box in sequence.
Materials:
2.

none

WORDS, PHRASES, SENTENCES (Specific Skill)
Objective:

To remember words, phrases and sentences in
order without a visual clue.

Your child will be asked to remember words, phrases and
sentences in order x^ithout using a visual clue. The activ
ities include repeating a series of words and cumulatively
adding phrases and sentences using memory games.
Materials:
3.

Book:

Drummer Hoff

EVENTS, STORIES, RHYMES (Specific Skill)
Objective:

To listen to and recall events, stories and
rhymes in sequence.

In these activities your child will listen to and attempt
to remember events that happen in his/her day in the order
they occur; eg. getting out of bed, eating breakfast, brush
ing teeth, etc. He/She will listen to poems and stories and
retell in sequence the events that occurred.
Materials:
4.

Book:

I Know An Old Lady

SOUNDS (Specific Skill)
Objective:

To listen, identify and remember sequences of
sounds.
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All the activities in this kit involve using three rhythm
instruments: tone block and mallet, jingle clog, and maraca
Your child will (a) play with the instrument, (b) identify
sounds made by each of the instruments, (c) listen to
sequences of sounds produced by someone playing the instru
ments and (d) reproduce sequences of sounds.
Materials:
G.

rhythm instruments

RHYMING
1.

IDENTIFICATION (Specific Skill)
Objective:

To identify rhyming words.

During these activities your child will listen to and
identify rhyming words. He/She will listen to Henny Penny
and The Nose Book, nursery rhymes, and finger plays.
Materials:
2.

Books:

Henny Penny, The Nose Book

PRODUCTION (Specific Skill)
Objective:

To produce rhyming words.

In these activities, your child will make up rhyming xjords
The activities include (a) a rhyme hunt, (b) listening to
rhymes and riddles, and (c) naming and matching pictures of
things that rhyme.
Materials:
III.

Book:

The Hungry Thing.

Nursery Rhymes.

A VISUAL
A.

ACTIONS (General Awareness)
Objective:

To distinguish differences between actions.

In this kit your child will distinguish between actions as you
(a) imitate one another, (b) play "Simon Says," (c) imitate
actions shown in drawings and in the Book Just Suppose and (d)
perform actions different from those pictured.
Materials:
B.

Book:

Just Suppose

OBJECTS (General Awareness)
1.

CONCRETE AND PICTURED
Objective:

To observe, label and describe concrete and
pictured objects.

120
Through a variety of activities your child will view and name
objects and pictures of objects. He/She will (a) go on a naming
hunt, (b) label objects observed and used throughout the day,
(c) make a book with pictures of objects, (d) play a guessing
game and (e) label pictures in a magazine and match them with
household items.
Materials:
C.

Magazine

COLORS
1.

RED (Specific Skills)
Objective:

To identify and name the color red. To learn
the safety function of the color red.

During these activities your child will (a) wear red cloth
ing, (b) identify red objects in your home, (c) sort red
blocks from not red blocks, (d) observe how red is used as
a safety signal, and listen to the story Little Red Riding
Hood.
Materials:
2.

Colored blocks, Book:

Little Red Riding Hood

YELLOW (Specific Skill)
Objective:

To identify and name the color yellow.

The activities in this kit will help your child identify
the color yellow. He/She will (a) observe objects through
yellow acetate, (b) identify yellow objects in your home and
in magazines and (c) sort yellow blocks from not yellow
blocks, (d) and read Play With M e .
Materials:
3.

blocks, yellow acetate, Book Play With Me

BLUE (Specific Skill)
Objective:

To identify and name the color blue.

The activities in this kft are designed to help your child
identify the color blue. He/She will (a) find blue objects,
(b) sort blue blocks from not blue blocks, (c) identify shades
of blue, (d) listen to the rhyme Little Boy Blue and make
blue objects for him and (e) listen to the story Blueberries
for Sal.
Materials:

4.

blocks, blue construction paper, Book:
berries for Sal

Blue

COMBINATION (Specific Skill)
Objective:

To identify, name, and discriminate between the
colors red, yellow and blue.
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During these activities your child will (a) identify,
match, sort and distinguish between red, yellow, and blue
objects in your hone and (b) make a red, blue, and yellow
flag.
Materials:
D.

red, yellow, and blue construction paper

SHAPES
1.

CIRCLE (Specific Skill)
Objective:

To identify and name round objects and circles.

The activities in this kit will develop your child’s con
cepts of circles. He/She will (a) sort round objects from
non-round objects and circles from non-circles, (b) use
playdough to form round objects and circles, (c) make pat
terns with paper circles, (d) draw circles with a stencil,
and (e) make circular shapes xriLth his/her body, (f) read
The Circle Book.
Materials:

2.

Book: The Circle Book, tag board with circles
drawn on it, 3 pages of colored circles.

TRIANGLE (Specific Skill)
Objective:

To identify and name triangles.

These activities are designed to develop your child's con
cept of triangles by (a) identifying, tracing, and cutting
triangles, (b) constructing pictures using triangular shapes,
(c) constructing triangles with straight objects, (d) making
a triangle book.
Materials:

3.

triangles to be cut out and traced around,
(tagboard and masonite)

RECTANGLES (Specific Skill)
Objectives:

To identify and name rectangles.

The activities in this kit will develop your child's con
cept of rectangles by (a) reading a book My Box and String
and building a rectangular model (tunnel) to explore, (b)
looking for rectangles by touch, (c) sorting rectangular
objects from non-rectangular objects, (d) building rectan
gles with straws and pipe cleaners and (e) drawing rectan
gles by tracing around objects.
Materials:

Book: My Box and String, straws and pipe
cleaners

12 2
4.

COMBINATION (Specific Skill)
Objective:

To identify, name, and distinguish between the
shapes, circle, rectangle and triangle.

In these activities your child will:
(a) sort shapes, (b)
identify shapes by touch, (c) go on a shape hunt, (d) name
shapes, (e) play a game following directions and using shapes,
and (f) read Wing on a Flea.
Materials:
E.

Book:

Wing on a Flea

FIGURE GROUND
1.

CONCRETE OBJECTS (Specific Skill)
Objective:

To identify a particular object or figure within
a detailed background.

In this kit you and your child will (a) look out the win
dow to locate specific objects, (b) identify partially hid
den objects from a group of items, (c) play pick up stix
and Cd) find shapes using the parquetry pieaes and read
Benjamin Budge and Barnabv Ball.
Materials:

2.

Book: Benjamin Budge and Barnaby Ball, pick
up stix, parquetry shapes

PICTURES (Specific Skill)
Objective:

To identify specific objects on paper in a
detailed background

In these activities your child will:
(a) observe the
changes illustrated in Nothing Ever Happens on Hy Block,
(b) locate a particular object in a picture or snapshot
and (c) find hidden pictures.
Materials:
F.

Book:

Nothing Ever Happens on My Block

VISUAL CLOSURE (General Awareness)
Objective:

To identify a known object from an incomplete visual
presentation.

In these activities your child will view incomplete pictures
and identify the object represented. Your child will (a) view
halves of pictures, (b) guess what is being drawn before a pic
ture is completed, (c) identify an object pictured with missing
parts.
Materials: Magazine
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G.

VISUAL SEQUENCING
1.

CONCRETE OBJECTS (Specific Skill)
Objective:

To pattern objects in sequential order.

In these activities your child will be sequencing concrete
objects. The activities include:
(a) sequencing beads,
cubes and household objects, (b) completing sequence pat
terns by supplying the missing object, and (c) read Ask
M r . Bear.
Materials:
2.

beads, cubes, Book:

Ask Mr. Bear.

STORIES AND EVENTS (Specific Skill)
Objective:

To chronologically sequence stories and events.

The activities in this kit will have your child visually
sequence stories. He/She will do this by (a) observing the
■ sequence of pictures in What TThiskars Did and The Carrot
Seed, and (b) arranging picture cards in sequence.
Materials:

H.

What Whiskers Did, The Carrot Seed, Sequential
Picture Cards I & II

VISUAL MEMORY (Specific Skill)
Objective:

To accurately remember previous visual experiences.

The activities in this kit will give your child experiences in
recalling what he/she has observed. To do this your child will:
(a) observe a group of objects and identify the object removed,
(b) close his/her eyes and remember what he/she is wearing, (c)
identify changes in the position of objects, (d) and recall a
group of objects and pictures, (e) read Goodnight Moon.
Materials:
I.

Book:

Goodnight Moon

VISUAL SEQUENTIAL MEMORY
1.

CONCRETE OBJECTS (Specific Skill)
Objective:

To visually remember the specific order of a
number of objects.

In these activities your child will sequence objects from
memory. He/She will (a) remember the order of beads, pegs,
finger puppets, and household items, and (b) read the book
Brown Bear, Brown Bear.
Materials:

Book:

Brown Bear, Brown Bear, beads, pegs,
peg board
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2.

PICTURES AND SYMBOLS (Specific Skill)
Objective:

To remember and order a series of pictures and
symbols presented on paper.

In this kit, your child will be involved in activities
that develop visual sequential memory skills. Your child
will arrange colored strips of paper and small picture
cards, construct designs, and draw symbols all in a spe
cified order.
Materials:
IV.

DIM Visual Memory Cards I and II

MOTOR
A.

LARGE MUSCLE (General Awareness)
Objective:

To develop large muscle skills.

In this kit are some activities that will develop the follow
ing skills:
(a) coordination, (b) agility, (c) strength, (d)
flexibility and (e) balance. It is not necessary chat the
activities be done in the sequence in which they are listed.
Materials:
B.

none

SMALL MUSCLE
1.

HAND EXERCISES (General Awareness)
Objective:

To develop hand muscle control and dexterity.

To help develop control of hand muscles, the activities
in this kit: include (a) opening and closing hands - making
fists, (b) crumpling paper, (c) helping with cooking tasks,
and using (d) clay and (e) play dough.
Materials:
2.

clay

FIRST FINGER EXERCISES (General Awareness)
Objective:

To develop finger strength and coordination
through play activities.

The activities in this kit are:
(a) finger plays, (b)
exercises with snap clothespins, and (c) beads and string.
Materials:
3.

beads and string, snap clothespins

SECOND FINGER EXERCISES (General Awareness)
Objective:

To develop finger strength and coordination
through play activities.
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The activities in this kit include:
(a) finger plays, (b) /
pegs and pegboard, and (c) lacing cards and string.
Materials:
4.

pegs and pegboards, lacing cards and string

THIRD FINGER EXERCISES (General Awareness)
Objective:

To develop finger strength and coordination
through play activities.

In these activities your child x^ill exercise finger con
trol and dexterity through a finer manipulation of (a) clay,
(b) play dough and (c) using watercolors and brush.
Materials:
5.

clay, watercolors and brush

EYE-HAND COORDINATION - VISUAL TRACKING (General Awareness)
Objective:

To develop the ability to visually follow and
manipulate objects in motion.

The activities in this kit are exercises that develop eye
muscle control. Your child will watch as you (a) "write"
In the air, (b) move bright objects and a flashlight through
the air, and (c) swing a toy on the end of a string. Other
activities include:
(a) making a game, (b) batting a bal
loon to keep it in the air and against a wall, and (c)
rolling and.catching a Nerf ball.
Materials:
6.

balloon, Nerf ball, whiffle ball

SCHOOL-RELATED SMALL MUSCLE ACTIVITIES (Specific Skill)
Objective:

To develop small hand muscle control using
school related activities.

These activities will give your child practice in some of
the skills used in school through (a) holding a pencil and
crayon, (b) drawing, (c) tracing and (d) cutting.
Materials:
7.

none

PAPER-FOLDING (ORIGAMI)
Objective:

(General Awareness)

To exercise hand and finger muscles.

These activities will provide experiences for your child to
develop greater hand and finger dexterity. The activities
are:
(a) paper folding (origami), and (b) weaving with
paper strips.

Materials:

origami paper, construction paper strips
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V.

CLASSIFICATION
A.

BIG AND LITTLE (Specific Skill)
Objective:

To observe, identify and label objects or pictures
of objects as "big" or "little."

The activities in this kit Xvdll help develop your child’s con
cept of big and little. He/She will (a) locate big and little
objects in your home, (b) order objects by size from little to
big or big to little, (c) sort and label objects by size (big
or little), (d) listen to the story How Big is Big?, and (e)
make comparisons of objects by size (big or little).
Materials:

B.

Book:

H ot? Big is Big, The Very Little Girl
Fit-a-circle

SAME AND DIFFERENT (Specific Skill)
Objective:

To observe, identify and name how objects, pictures
of objects and named items are the same or different.

The activities in this kit will help develop your child's con
cept of same and different. He/She will (a) group cards into
two piles: same or different, (b) match textures that are the
same or different, (c) discuss how two items are the same or
different, (d) point out items that are the same or different,
(e) and answer questions that relate to same and different con
cepts.
Materials:
C.

DLM Cards

same/different

COMMON ASSOCIATIONS
1.

GO-TOGETHERS (General Awareness)
Objective:

To classify according to common associations objects, pictures of objects and names of
objects.

During these activities your child will (a) match or find
pictures that go together, (b) name an item that goes with
a picture, (c) tell what could happen next after observing
pictures that go together and (d) discuss and name all the
items that belong in a particular category such as animals,
birds, etc.
Materials:
2.

Book:

Nancy and Jeff

GROUPING (Specific Skill)
Objective:

To classify by grouping pictures, shapes and
named items into sets based on common
characteristics.
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During these activities your child will (a) sort one set of
items by size, shape and color, (b) sort pictures into groups
on common elements and (c) identify the group specific named
items belong in.
Materials:
3.

Association Cards II

CATEGORIES CGeneral Awareness)
Objective:

To classify by categories or systems.

In this kit, your child will (a) observe and discuss how
items are grouped in a store, (b) locate where certain items
from your home belong, and (c) sort pictures according to
the particular store they would be found in.
Materials:
D.

The Classification Game

DISCREPANCIES (Specific Skill)
Objective:

To classify according to what is wrong or doesn’t
belong in a group of pictures or Xirords.

As your child does these activities he/she will (a) look at
pictures or listen to xrords and decide why one item doesn't
belong with the series, (b) look at pictures to decide "x^bat's
Xtfrong" and (c) determine through touch the item that doesn't
belong with the group.
Materials:
VI.

Association Cards III

Book:

Is This You?

ENRICHMENT
A.

PHYSICAL SCIENCE
1.

AIR
Objective:

To demonstrate some ways to show air exists.

These activities x^ill give your child some concrete expe
riences with air by (a) bloxjing through a straw to "feel"
air, (b) blowing bubbles and bloxjing up a baloon to "see"
air, (c) immersing a glass "full" of air in x^ater to show
air takes up space, (d) measuring the child's chest after
inhaling, exhaling air, (e) experiments that demonstrate
air pressure x^ith a baloon, tin can, straw and book, and
(f) varying the temperature to show air expands.
Materials:
2.

balloon, strax-7, 4' string

EVAPORATION, CONDENSATION AND SOLUTION
Objective:

To demonstrate evaporation, condensation and
solution.
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These activities involve the child in experiments in which
he/she will observe (a) evaporation, condensation end solu
tion, (b) that evaporation causes cooling, (c) that differ
ent substances evaporate at different rates.
Materials:
3.

none

LIGHT
Objective:

To develop an awareness of light and shadow and
to demonstrate some of the physical properties
of light.

These activities will give your child experiences with
light which will help him/her to (a) identify light sources
and shadows, (b) become aware of what can be seen in the
dark and in the light, and (c) to experiment with reflec
tion and objects which do or do not let light pass through.
Materials:
4.

none

LIGHT AND SHADOW
Objective:

To demonstrate an understanding of light and
shadow.

These activities are designed to develop an awareness of
the relationship between light and shadow through (a) mak
ing shadow pictures on the wall, (b) your child observing
his/her shadow and how it changes, (c) making shadows
larger and smaller, (d) drawing shadows and (e) a mystery
shadow game.
Materials:
B.

shadow screen, chalk

NATURAL SCIENCE
1.

SEASONS
Objective:

To help your child understand the concept "sea
son" and to make him/her more aware of the
changing environment.

These activities will help the child understand the chang
ing seasons and the plant and animal changes which accompany
them. They include (a) observation, description and identi
fication of a season, (b) guessing the season described by a
poem, (c) a seasonal nature activity, and (d) making a com
parison of weather prediction and actual weather.
Materials:

none
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2.

GROWTH
Objective:

To show your child that living things grow,
and that they grow at different rates.

All these activities relate to plant and animal growth.
They include (a) comparing young and adult animals, (b)
constructing and comparing time lines of pictures of
family members, and (c) measuring plant and human growth.
Materials:
3.

bean seeds, construction paper

BIRDS
Objective:

To enable your child to demonstrate an aware
ness of birds as a part of his/her natural
environment.

In these activities your child will (a) observe the eat
ing, nesting and protective behavior of birds, (b) build a
bird feeder, and (c) play an identification game.
Materials:
4.

none

TREES
Objective:

To help your child become more aware of trees,
and more open to his/her natural surroundings.

These activities will help your child learn something
about trees and how they function in the natural world
through (a) observing trees, (b) determining their func
tion in relation to animals, (c) an experiment about how
moisture is distributed and (d) creative activities in
wood samples, leaves, etc.
Materials:
5.

magnifying glass, wood samples, sandpaper

SEEDS

I
Objective:

To help your child develop his/her power of
observation and to learn 'Vhere plants come
from" by working with seeds.

These activities are designed to help the child appreciate
the variety and function of seeds by (a) observing, collect
ing and examining seeds, (b) discovering seeds on various
fruits, (c) comparing seeds with pictures of the plants they
will grow into, and (d) germinating seeds.
Materials:

corn, pea, bean, wheat seeds, magnifying glass,
sawdust or sand
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6.

PLANTS
Objective:

To develop in your child an awareness of the
different plants in his/her environment.

These activities will help your child become more aware
of the natural world of plants through activities which
include (a) recognizing and observing the parts of a plant,
(b) recognizing the missing parts in incomplete drawings of
plants, (c) observing the effects of shade in relation to
the three layers of plants, trees, shrubs, and herbs, (d)
observing the effects of different soil conditions on plant
growth, and (e) recognizing plants as food sources.
Materials:
7.

bean seeds

LOWER PLANT FORMS
Objective:

To increase your child’s awareness of the lower
plant forms in his/her environment and of their
importance to man.

These activities include (a) hunting and collecting fungi,
mushroom, and soil samples, experimenting with (b) the soil
sample and milk to show effects of bacterial growth, and
(c) the use of various foods to grow mold and to shox'7 that
yeast produces gas.
Materials:

magnifying glass

APPENDIX C
THE SCREENING TEST OF ACADEMIC READINESS
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READING SKILLS RECORD

NAME

LEVEL A

LEVEL C (Cont.)

_1. Listens for rhyming elements
_a. Words
_b. Phrases and verses
_2. Notices likenesses & differences
_a. Pictures
_b. Letters & Numbers
_c. Words & phrases
_3. Distinguishes sizes
_4. Distinguishes colors
_5. Distinguishes shapes of objects
_6. Hears initialconsonant sounds
_7. Identification of letters
LEVEL B
_1. Follow left to right sequence
_2. Has phonic analysis skills
__a. Short vowels
_b. Consonant Sounds
_1) beginning
_2) ending
_3) ending ck
__4) ending nk, ng
_5) double f, s, 1, z
_c. Consonant blends
__1) r blends
2) 1 blends
_d. Rhyming elements
_e. Simple cons, digraphs
_3. Has Sight Vocabulary of 50 to
100 Words (primer & preprimer)
_a. Colors
_b. Dolch word list
4. Has structural analysis skills
_a. Compound words
_b. Contractions
_c. Base words & known endings
_d. Simple plural forms
_e. Simple possessive forms
LEVEL C
_1. Has phonic skills
_a. Consonants and their
variant sounds
b . Consonant blends
_c. Three-letter consonant
blends

_2.
_3.

_4.

_5.

_d. Vowel sounds
__1) long
_2) vowel plus r
_3) a plus 1
_4) a plus w
_5) Diphthongs— oi, oy,
ou, ow, ew
__6) long & short oo
_e. Vowel Rules
_1) short vowel
generalization
_2) silent e rule
_3) two vowels together
(digraphs)
_4) final vowel and y
as a vowel
_f. Silent letters
_g. Consonant digraphs
Has Sight Word Vocabulary of
100 to 170 Words (1st grade)
Has structural skills
_a. Base words x^ith pre
fixes and suffixes
_b. Difficult plural forms
Distinguishes among:
_a . Homonyms
_b. Symonyms & antonyms
Chooses appropriate meaning
of multiple meaning words.

LEVEL D
_D1 - Has Sight Vocabulary of
170 to 240 words (2nd &
3rd gr. Dolch)
_D2a - Syllabication patterns
__D2al - Final le
_D2a2 - Single vowel sound per
syllable
_D2b - Accent
_D2c - Schwa
_D2d - Possessive forms
LEVEL E
_Ela - Alphabetical order
_Elal - Using guide words
_Elb - Dictionary pronunciation
Elc - Word Meanings

APPENDIX E
THE KINDERGARTEN QUESTIONNAIRE
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KINDERGARTEN QUESTIONNAIRE
1.

Is this your first child to enter kindergarten?

2.

With reference to your kindergarten child, how many times during the
past school year have you done the following?
a.
b.

c.
d.
e.

Yes___

No___

Visited the classroom. Number of times_____
Called the teacher regarding your child's progress.
Number of times____
Attended a regularly scheduled teacher-parent conference.
Number of times_____
Had a teacher-parent conference at your request.
Number of times_____
Attended a P.T.A. meeting. Number of times_____

3.

How many times per week do you read \<dth. or to your kindergarten
child?
0 times
1 to 2 times____ 3 to 4 times____ 5 to 6 times___
more than 6 times____

4.

Approximately how much time per week do you spend x^ith your kinder
garten child on educational activities other than reading?
Please check the appropriate space below
less than an hour____ 1-2 hours
more than 6 hours

2-4 hours____ 5-6 hours_____

On questions 5, 6, and 7 below please check the number which best
represents your feelings.
5.

Please rate from 1-5 what you feel to be the adjustment of your
kindergarten child to school.
Poor
Adjustment
1

6.

Good
Adjustment
3

Very Good
Adjustment
4

Excellent
Adjustment
5

No
Opinion
0

Please rate from 1-5 what you feel to be the quality of the District
742.schools.
Very Low
1

7.

Fair
Adjustment
2

Low
2

Average
3

High
4

Very High
5

No Opinion
0

On the basis of your knowledge of the school program of District 742,
are you in agreement with administrative and curricular policies of
the school district?
Strongly Disagree
1.

Comments:

Disagree
2

Agree
3

Strongly Agree
4

No Opinion
0

APPENDIX F
LETTER TO PARENTS EXPLAINING THE PURPOSE OF THE
KINDERGARTEN QUESTIONNAIRE
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May 22, 1974

Dear Kindergarten Parent:
In an attempt to gather some information about the kindergarten program
in District 742, parent involvement in kindergarten, attitudes toward
the overall school program— 250 families have been selected to respond
to a short questionnaire. We feel the information you can give us will
be very valuable in helping us to answer some questions and plan for a
better educational program for your child.
Therefore, we would appreciate it very much if you would fill out the
enclosed questionnaire and return it in the stamped, addressed envelope
provided. It is not necessary to sign your name to the questionnaire,*
since we are looking at group information and not individual responses.
Please make a special effort to return the questionnaire within the next
day or two.
If you have any questions about this survey please call Mrs. Evalie
Nemeth at 253-5828.
Thank you for your help.
Sincerely,

*
Earl Schramm
Director of Elementary Education
ES:gb
Enel.

APPENDIX G
FOLLOW-UP LETTER TO PARENTS
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June 11, 1974

Dear Kindergarten Parent:

*

Several weeks ago Mr. Schramm, Elementary Director, send you a question
naire about the St. Cloud Public School Kindergarten program. Some of
the questionnaires have not been returned as yet. Since we have no way
of identifying the people who returned the forms, we are sending out
reminder notices to all of the parents in the initial survey.
If you have not already returned the survey, would you please complete
the attached questionnaire and return it to us today? Your opinions
are important to us— please be sure we get them.
If you have any questions, please contact:
Mrs. Evalie Nemeth
Assistant Director of Research
253-5828
EN/gb
cc:

Mr. Schramm

APPENDIX H
WARNER'S REVISED SCALE FOR RATING OCCUPATIONS

R E V IS E D

RATING

S C A L E F O R R A T IN G

O C C U P A T IO N S

PROFESSIONAL

PROPRIETORS
& MGRS.

BUSINESS

CLERKS

MANUAL WORKERS

PROTECTIVE
& SERVICE

FARMERS

1

Lawyers, Doctors
dentists, judges
engineers, high
school supt.,
veterinarians
ministers (div.
school), chemist
(with post-high
school training),
architects

Business
valued at
$75,000
and up.

Regional and
Divisional
Mgrs. of
large finan.
and Indus.
enterprises.

Certified
Public Accts.

Gentlemen
farmers

2

Hi school tchrs.
trained nurses,
chiropodists,
chiropractors,
undertakers,
ministers (some
training), news
paper editors,
librarian (grad)

Bus. valued
at $20,000
to $75,000.

Assistant Mgrs
and Office &
Dept. Mgrs. of
large busi
nesses ,
Assist, to
Exec.

Accounts,
real estate
salesman,
postmaster.

Large farm
owner, farnt^
owners
10

3

Soc. workers
$5000 to
$20,000
grade school
tchrs., optom
etrist, librarian
(not grad.),
undertakers
assit., ministers
(no training)

All minor
officials of
business

Auto sales,
Contractors
bank clerks,
cashiers, pos
tal clerks,
sec. to exec.,
supervisor of
RR, telephone,
etc., justice
of peace.

SATING

PROFESSIONAL

PROPRIETORS
& MGRS.

BUSINESS

CLERKS

MANUAL WORKERS

PROTECTIVE
& SERVICE

FARMERS

4

$2,000 to
$5,000

Stenos, book
keepers, rural
mail clerk, RR
ticket agent,
sales in dry
goods

factory foreman,
watchmaker,
electrician,
plumber, car
penter .

Dry cleaners,
butcher,
sheriff, RR
engineer, and
conductor.

5

$500 to $2000

dime store,
hardware,
beauty &
telephone
operator

carpenter,
plumber, elec
trician (app.)
timekeeper,
lineman, tele
phone or tele
graph
radio repair
med-skill

barber, fireman, butcher
(app.)
LPN, police,
cooks in
restaurant,
seamstress,
bartender.

6

Bus. valued
less than $500

Moulders, semi
skilled workers,
Assist, to
carpenter, etc.

Small
Baggage men,
night police & tenant'
watchmen, taxi farmer.
a truck
drivers, gas
station attend.,
waitress.

Taken from Social Classes in America by William L. Warne
pp. 140-141.

1960 edition

153

Janitors,
Heavy labor,
migrant workers, scrubwomen,
newsboys
odd-job men,
miners.

7

tenant
farmer

Migrant
farm
workers
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